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CHAPTER I: INTRODUCTION

< -

»

. , /7
. r L . \ , T
One of the greatfpleaSUres in life is observing someon® Tearn and SBR
t
enjoy 1earn1ng Vicarjous pleasure is derived from observ1ng oth%rs g %
. / 8 — ,_..i’; \(
master new tasks whether 1t is watching todd]ers tak1ng the1r first stegsﬁF

,‘-.

first graders eagerly 1earn1ng new siight words, or yoUng adu]ts learnaﬁ?g;

the skills~to succeed on the1r first jobs. It 1s a thr111 to watch m11d§&,.

handicapped 1earners who were prev10us}y considered fa11ures 1n readlnga .

math and spe]]xng proudly 1earn1ng these tasks. EdEB]]y as reward1ng 'J’?ﬁ

Ll
R -:,,
:ﬂ

-

is observing severe]y hand1capped 1earners, for whom society #n the pas

N
&)

had 1ittle the master1ng the $kills to fugctlon more independently. 1n
1ntegrated communTty vocat;ona] domest1c and recreat1ona1 envuronment?bi

However, perhaps the greatest sat1sfact1on comes trom be1ng the educatogii'

o - L

who structured the educat1ona1 env1ronment to fac111tate such 1earn1ng
1

tak1ng p]ace. \

4 P N
’ .
-
“ L d

Learn1ng should be fun//or the 1earners and teaching shou]d be en-
Joyab1e for educatorir Educat1ona1 env1ronments shou*d be dyanam1c-andé§‘

f111ed W1th organiz 1earn1ng Such*learn1ng environments' do not Justs,

educator, When educators are h1gh1y sk111ed in organ1z1ng educatlonal

the reedomAto "learn. Ln order for teach1ng to be effect1ve the educator ’gggg

ust not on y orchestrate the overa11 1earn1ng env1ronment but must

also emp]oy‘appropr1ate teach1ng/1earn1ng procedures to meet the, 1ndJ-

" V1dua11y determ1ned needs of the 1eanner. G -

.
-

InstrucL1onal technology as used here1n has two bas1c componentf




. £ \

1)

organ1zat1on of the 1earn1ng ‘énvironment and deve]opment and 1mp1ementat1on

of‘ﬁgach1ng/1earn1ng procedures However, 1nstruct1ona1 techno]ogy can . ‘\» '
~ \
be rejatively inefféctive unless 1t 1s accompan1ed by appropriate educational

assumptions.” Very s1mp1y, effective educat1ona1 programm1ng can . ~ .

be conceptua]xzed as a three component gquation cons1st1ng of program . e
organ1zatan, teach1ng/1earn1ng procedures, and educational assumpt1 ns.

'Program organ1zat1on (P.O.) p]us teach1ng/1earn1ng procedures (T.L.P.) - ~
times educatJona] assumptfons (E.Al) equa{s amount'of learning (A.L.).

(P.0. + L.P.) X (E.A. )'- Amount of Learnfng
As dep1cted in the equat1on,,the educat1ona1 ‘agsumptions he]d by educators “\

e

have a multip]ier effect on the amount of 1earn1ng It may be the most \

1mportant var1ab1e 1n the equat1on " . ) . - \
N . - N . ‘. !
- Educationa] programn1ng shou]d build on the assumption that if learners ’

(- :
have not acqu1red sk1115, the eﬁv1ronment has“not been appropr1ate1y : R

arranged Learners don't fa1], rather 1nstruct1ona1 arrangements may be RN

-

* 1qappropr1ate]y des1gned for the learner "Given-this not1on, educators

z

shou]d be v1ewed as 1nstruct1ona1 env1ronmenta]1sts who assume that 1earn-

. - 1ng and lack of learning dis-a funct1on of how the educat1ona1 env1ronment -

] : is arranged For centurﬁes scho]ars'have engaged 1n debates about the .. i -
d1fferent1a1 contr1but1ons of b1o]og1ca1\and envxronmenta] var1ab1es in the\

. ”development-of beha;1oc i The purpose-here ;s to’emphas1ze env1ronmenta1

) - ..

ar1ables wh1ch can be man1pu1ated rather than arguing about the re]atnve

7

effects of’b1o1og1ca1 versus env1ronmenta1 variables:

-

2t - e o . 0
- s \;\‘_/)As spec1a1 “educators we often encounter learners ‘who man1fest neuro-. .
P . - Yo * ~
) 1og1ca1, orthopedxc, v1s1on and hear1ng .impairments as we]] as degenerat1ve : »

d1seases In suchcases, 1t.may be tempt1ng to attr1bute Tack’ of sk111 -«1.,
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acquisition to, biologfcal Variables Hopever, lack of sk111 acqu1s1t1on

- by the 1earner may in fact not be due t b1o]og1ca1 var1ab1es but rather
a- lack of an, appropr1ate and systemat1c learning enV1ronment

/
" | /
' EnV1r6nmenta11sts recogn1ze the potential effects of blO]OQlCﬁﬁ,¥ac- v
. &
-‘tors on 1earn1ng Howeyer, rather, thanjfocus1ng on factors over wh1ch

they have Tittle or no control, educational environnentalists focus on

arranging environménta] variables-and‘a sessing the effects of the

-

ar angement of sk111 acqu1s1t1on ¥ Env1ronmenta11sts attempt to system+

- atfically arrange the 1earn1ng enV1ronment to facilitate skill acqu1s1t1on

a d neutralize or circumvent the effects of biological variables. When

skill acqu1s1t1on does not occur env1ronmenta]1sts systemat1ca]1y mod1fy .
.f\‘ the 1earn1ng env1ronment to correct thL prob]em and 1ncrease ‘the 1i¢keli- | :
¢ - 1. , & '

hood that learning occurs.’ o & x

®

It has been our.exper1ence that educators whd systematically arrange

-’the learning environment to facilitatk skill aoquisitjon'and who are persis-

\ ..

2 tent have the most success. PersistJnce is a‘érucial attribute of an

%

reffectivé educator. 0ften the 1earnfng env1ronment must -be systemat1ca1]y
J

\

modified several t1mes before an effective environmental arrangement,1s
- dquved for an individual 1earner A pers1stent educator does not accept
faf:;;: but continues to systemat1c 1y ana1yze a problem and try out

tqves unt11 an effect1ve

Effective educators are a]so;

alt tion is found. - K ‘. . z

F

ucational‘determinists. That is, they

and s1gn1f1cantothers spec1f1c sKilTs to teach 1ndrv1dua] ]earners Jhe.
¢ ~ . \? .
* eduéator who is an educatlonal de term1nfst takes the respons1b111ty for °

- vy -

- . on ) determ1n1ng 1nstruc§1ona1 obJec ves and insuring that’g%propr1ate assess-

[N

. ments are perfbrmed and 1nstruc:1ona1 programs 1mp]emented If sk111

) <
«
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acquisition does not occur the deterministic educator attributes the.result

. 10 a failure of the instructional program.
- Educatioha] empiricism goes'hand.in hand with educational environment-

alism and determinism. Educational empiricism can be described by the
'.\_ ' - . ‘
fo]]ow1ng statement, "If a skilT is important enough to teach, it is impor- .

tant enough to measure That is, whether or not a learner can perform
.
skills should be assessed prior to instruction and learner skill acqu1s1t1on o
« .. carefully monitﬁred. An educatiohal program may or may not result irbskill

acquisition. The eﬁucational empiricist uses systematic,.ongoing assessment
P N 4 v - i N
of learner progress to document program effect1vene/s Assessment information

- 15 used to determ1ne 1f a program rssuork1ng and/should be COnt1nued, if
g / -
* the program is not work1ng and shou]d be modﬂf1ed or if the learner has .
. N
acqu1red the sk111 and shoutd advance t¢/the next step 1nja curriculum. As

used here, educat1ona1 programm1ng or/teaching 1nvo1ves prescr1b1ng what

S # teach, systemat1ca11y arrang1/g the 1earn1ng environment to fac111tate

skill acqu1s1t1on and/or to neutra]1ze/c1rcumvent ‘the effects of b1o]og1ca1

variables “while mon1tor1ng 1earner performance « \
2 L3

. _ One of the pr1mary barr1ers to 1earners skill acquisition is often

~

what we th1nk we, know about Tearn1ng potent1a1. For examp]e, in the not too
1“ - distant past we thought we . gpew ‘that Tearners 1abe]ed trainably menta]ly L

. ' retarded cou1d not 1earn to read and that severe]y hand1cappeﬂ 1earners .

L '

. cou]d net 1earn to funct1on more 1ndependent1x 1n }ntegrated commUn1ty ' : e \\

€

. . vocat1ona1 domestic, and recreat1ona1 env1ronmedts. Sucﬁ 11mfted expecta—

/t1ons became se]#nfu1f1111ng prophec1es That is, the 11m1ted expectations
limited what was taught thus fu1f3111ng ‘the expectat1ons
&
S . Today. there is ample ev1dence that 1earners labeled tra1nab]e mentally T
. > . . ‘

o4 . ” . > <




< retarded can acquire reaainé ski]]s and that severely handicapped ]earnérs
can be educated to.function more independentlyiin integrated community: |
osettings gowever, as a’ result of our past.limited expectations we
have generat1ons of hand1capped people with educat1ona11y 1mposed skill
. deficits. A; educators we must attempt not to rep]icate our past mistakes
of arbitrari]y-]im%ting what 1earners-are taught. Instead, we should -
assume that each individual 1earner has an unknown 1earn1ng potent1a1
The assumpt1on th%t each learner has an unkhown 18arning pStential
does not imply that we will be successful in teacthg a]] 1earners*40' *
acquire all the ski]]s we attempt. to teach. However,'it does assume that
1f we systemat1ca11y and pers1stent1y apply appropriate instructional
. technology -that learners w111 acqu1re many meore' skills than our past
expectat1ons would pred1ct lt is better to systemat1ca]1y and persist-
ent]y attempt to teach a sk111 h1th the expectation that it w111 be

1earned than not to systematically and pe//;stent]y try to teach the skill

_ at a]] S1m11ar1y, it is better to assume that lack of 'skill acquisition
- ¥ »
1s due.to the educat1ona1 program rather than an inherent learner skill

def1c1t ”Th1s assumpt1on 1eaves the door»open for educational environ-

'mehta11sts to search for better environmental arrangements for facilitating
. © skill acquasition aﬁa/or circqhventing.biological variables. Even after , —
repeated failures to teach skills, it is\better'td assume that-the proprag
failed than to blame the fat]ure om a characteristic ‘of the learner ahd
foreVer inhibit further attempts to teach the ski]]s . .
}i . The educat1ona1 assumpt1ons of env1ronmenta11sm, determinism, emp1r\:}km\<
,igand unknown potential must be backed up by the educator's ab111ty to deliver

AN
effective educat1ona1 programs. JPeliyering such programs 1nvo]ves system-

‘,‘1 s atically @nd pers1stent1y emp]oy1ng the pr1nc1p]es of 1nstruct1ona1 technology




to program\organjzation and teaching/learning procedures,

_ L4 P
Th1s book primarily descr1bes program organization and teach1ng/1earn1ng

procedures wh1ch can be emp]byed in the remed1at1on of eVeryday educat1en-

al cha]]enges‘qf educators of }he m11d1y everely hand]capped. The book

!

has been divided into three major*sections. ' Chapter Two'of the .book eh: @

compasses educat1ona] program drgan1zat1on It describes how to manage

<~educat1ona1 resources such as time, a1des support staff and ‘student )

- —teachers to max1m1ze 1earn1qg. Chapeer Ihree articulates essent1a1_cpdpo-’

nents of educationé] programming spch.as “what“ and "how" to teach; Fina]]y,
Chapter Four describes basic’ procedures which can be emp]oyed to remed1ate

everyday challenges to 1earner sk111 acquls1t1on. Lo )

-

~




* CHAPTER II: PROGRAM -ORGANIZATION ,
\ - ) -
».

‘ , An educatiofal-or c1a§sroom program can be conceptualized as a

N . -

small organization.\ The members of the orbanizatjoﬁ’usUa11y'incude the.’,

.

teacher, aides, pareﬁ%s, and -instructional resource personne];(eig., speech
a'ther’apists, physica] thecapists, guidance counselors)s The goal of the

organ1zat1on is to prov1de appropriate and effect1ve 1nd1v1dua11zed edu- L

: cat1ona1 programs to a se1ect group of 1earners The arganization has a '

. 11m1ted amount of t1me amd resources to acoomp11sh the goa] The members

- of the organ1zat1on ‘must carefu]?y coordinate the1r efforts to make the '
% maximum use of ava11ab1e resgunces.
‘ The special educatbr shou]d take direct responsiotlity for'ensuring that
appropriate and effective individualized educationa] programs are deJe10ped,
' imolementedo and monitored for objectives {; each 1earner's\IndivfduaJized
Educationai Plan. (IEP). That is, the special educator should assist mem-
hersfof the cTassroom organizatiom in organizing their efforts to maxi-

¢ .

mize the effectiveness and auailapility of the'ﬁimited time.and resources.

. It is important fog special educators to provide this kind of assistance

T to classroom teachers in order to maxfimize the learner’s chances to engage °

in newly acquired behaviors.. ‘

. ¥

. A]though the funct1on of many special educators has geen to proV1de

.. d1rect 1nstruct1on to 1earners, the emerg1ng ro]e of the special qducator
involves as. much resourcesand systems management as direct teach1ng It is

not unusua] for educators to find that lack of program organ1zat1on signifi- -

cant]y 1nh1b1ts the amount and eff1c1ency of d1rect instruction. ©

In the not too distant past, few persommel resources were.available to ,

[N

spec1a1 educators Today, many more resources are ava11ab1e such as aides,

B

’ volunteers, and support pérsonne] Unfortunately, un]ess resources are

- " h approoijatgly managed , teachers can find themselves in a position where the .

‘ ’ h] . : s .t >

) o C ' .
ERIC. - - *11 -\
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A

. time in meet1ngs and act1v1t1es to coord1nate and mon1tor the resourCES o

- - . N ~ *
. .
“ ’ . -
- . f S 4
. .
o . N 8 . @
- . .. .
. .
’ . r ' 9
¢

1ntegr1ty of a 1earner S program 1s d1m1n1shed becaUSe mapy people are

’

responsible for d1fferent components of the program. w1thout one person~

being held accountab]e, the total-program may become fragmentéd With

additional resources it may become necessary for the teacher to spend more K
‘
- i 5

»' Q

and allocate less t1me to d1rect 1nstructlon Un]ess pesources are care-

-

*

fu11y orchestrated the add1t1on of resources to progégms may resu]t in a. ¢

fragmented educat1ona1 program and can actua]]y be" reﬂat1ve1y detr1menta1
) . /.
When several d1sc1p11nes or resources are involved in assess1ng 1earners
% 2N
and in deve]op1ng, implementing, and evaluating educational p]u?%a some-/
. - W -

“one has to be-responsible for synthesizing the input from multiple sources

- W
into a cohesive and coord1nated plah. As’ suggested by Dlane*Brlcker (1976)

the person respons1b1e for th1s task can aptly be called an \Educat1ona1- I
13 . <

" synthesizer". The educational synthesizer's function is a natural roﬁe for

-
Y

“the special. educator when the learners of concern are or have recently been

c9eﬁg1'b1e for special education I

B —As an educat1ona1 synthesizér the spec1a1 educator can perform.at 1east R

“ -

one ox. all of the following funct1ons depend1ng on the needs of 1nd1~1dua1

~ S - . X

learners.

.
v

_}. The" educational synthes1zer’can elicit IEP recommendations from
' relevant interdisciplinary experts such-as physicians, physical
therapists, occupational therapists, parents, speeci\ therapists,
. reading specialists, and/or psychologists and-transldte them - .
into measurable educational objectives: for the learners' ‘IEPs.
With the ongoing technical and consultative assistance from such
experts the educational sypthesizer can develop,-assist in the ™
: implementation and. monitor effective educational programs- which -
meet the objectives. ‘ . ’
2. When 1nterd1sc1p11nary specialists are prov1d1ng direct educa )
tional services in addition to technical assjstance and consulta-
tion, the educational synthesizer can incorporate the: direct
sery)ces provided jnto the learners' TEPs. In addition, the
educational synthegﬁze;gégﬂ insure that the direct serwice
objectives are integrat®¥ and coordinated with other educa- -

8 e . : )
- - 12 . ' o

v

! . . N ’ T »
" N .

r

[

-
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.ing areas. ' ) g 2

4"‘\‘{_; baiad kL)

tiondl programs. For instances if a speech therapist is pro-
viding direct therapy to a learner twenty minutes a day to re-
mediate articulation and communication problems, the educational
synthesizer can ensure that the skills acquired in direct therapy
are taught throughout the day to facilitate skill maintenance

. and generalization..

3& When special education learners are being’'partially or fully
\ mainstreamed into regular education classes, the special edu-
cator can proyide technital assistance and support to the °
‘teacher in the mainstreamed environment to; ensure’ continuity of
the learner's IEF objectives and effectiveness of programming.

Lt

4. When special education learners are being transitioned from one
. special educational environment to another (e.g., from a full time
selfcontained class to a part”time resource room) within or across
school- districts, the special educators fromthe sending programs
should provide technical assistance and support 'to the receiving
«» Special educators toensure continuity of the learners' IEP objec-
tives and effectiveness of the programming.

. &

As illustrated by the %unctﬁpns of an educational synthgsiier,the role

of "the special educator involves much'mdfe thatn ‘providing direct instruction.
Aithough the special educator must be able to provide effective and efficient’
direct ;ﬁ§tructjoh in éfaer to be an effective educational s}nthesizer, the
special educator must also wo}k we]i with others, pe a wise consumer of
interdjscjp1inary se}vicés,and be ;L1e to effective]y prov}de>technica1.
assistance, consultation, and inservice training to others. A1l these skills
are neCessary to maximize the ltevel of skill acqufsitioh:énd social integration

of students‘wjth handicapping conditions.

In ofder to be an éffectivq,educationa1 program orgqnize? and educationai

synthesizeretge'speqial‘éducatqri%ﬁbh1d be competent in-at fggst the follow-

] . >t g, ~
1. Max}mation of Dirgcf Instructional Time:: -, g )
Tra. Sghedu1i?g.phé)edqutional day, to ..
b. -Fitting'direct instruction.into the.school day,
c. Maxjgjgjng‘the'use of instructional rgséuﬁces, and

Byt

L C VA
TR

ers intd group programs.
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-
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2. Management of Educational Resources:

SN " a. Delineating available resources, ,
. b. Utilizing available resources, .
:-; N c. Assigning and mon1tor1ng the accountab111ty of resources, and . _ ?' o
. a d.” Providing insérvice training; consultative and technical f"
' assistant seryices to others. .

. . 3. Utilization df Instructional Technology: ' : e
S - a. Assessing learner ﬁerformance, . > »

R > b. Writing instructional obaect1ves, .. /A////(//' .
.o " ¢. Teaching/learning procedures, and .. .,

d. Monitoring and|evaluating the effectiveness.of the teach%ng

.

learning proceTures.

Scheduling the EdUcationa1 Day -

-

~ ,Educatione] programs shauld be organized to serve the educational needs

of the learners. The progran drganization shéd]d'bg designed to maximize e

;.he' time and’ resour‘ces needed to meet éhe ob,]ectwes sgec1f1ed on the IEP. - -

IEPs shou]d serve as the focal po1nt for educat10na1 prog?am organ1zat1on.

Any proposed organ1zat1onrshou1d.b@"cr1fqg311y evaluated in relation to .

its effect on learners and onjmeeting the IEP quectiveé. ;

. , ~ One of the most s1gn1f1c+ nt factors in maximizing 1earner”dk111 ac- - f* .. .
qu1s1tion is the amount of time 1earners spend receiving d1rect 1nstru¢$1oh )

(Fredreder1cks, Anderson & Baldwin, 1979). Direct instructfonal time as used he;e;

in inc]udes onTy time when dinect and systematic instructidén on objectives spéc; -

ified on the Iearner S IEP is |taking place:-Fof insta\ce, music, recess, juice time, -
field trips, 'free time and SO on'cannot be counted ag Yirect instructional,

;  time unless there are instructional objectives for .

» .
i PR

dtivities and a ~
4 -

“brogramgto systematically £§aéh and monitor acquisition of those'objectﬁyes.

’
e

Afl initial step and ih§eresting exercise related to maximizing in- R .
structional time is to Calculdte how much potentiaﬁ direct ‘instructional

.. .
P e -

”‘{1;‘ " timg ~ii11’s-ava1‘1ab1e.‘ First, 1ine out a schedu]e of non~1nstruct1onal

- : .

T 14

.



1)

ve
a

of the 1080 sch001 ‘hours available.

.‘;_r

and potent1a1 direct instructional "times which typically occur dur1ng the fQ
-school day. An examp]é schedu]e for an e]ementary school spec1a1 educa- _
tion c]ass is de11neated Don't include the t1me it takes te make transi-
t1ons between activities as direct 1nstruct1ona1 time if there are no
1ns§ruetioqa1 objectives for that t1mé. ‘ /

¥

. " Elementary ‘ . ‘lb
8:301- 8: 45 ‘ Learners het.off bus,Jtakg off jacket$. .
8:45 - 9:00 R Free play time. 7 )
9:00.- 9:15 ' Opening activities: * '
T 9:157- 10:15 . Potential instruction time. .
10:15 - 10:40. Snack°and,toileting)(Recess). -
10:40 - 11:30 - _ Potential instruction time. ;
11:30 - 11:45° - Clean-up and preparation for lunch.
11:45 - 12:15 - + "~ Lunch.
12:15 - 12:45 ' \ Free t1me, nap. ,
12:45 - 1;05 ° . oileting. T

1:05 - 1:30 Poteqt1a1 instructidn time.
1:30 - 2:00 Rhys. Ed., Art, Music. .
2:00.- .2:15 . . Quiet timé activity. . . :

2:15 7"2:30; '..<=25?%ng ggt;ready fqr bgs. ol
Unfortupately,-the schedu?e depicted above is not atypical. It is
noteworthy that the‘learﬁers in the hypothetical progrqm only have one <~
hour and forty-fﬁve-minutes of.botentia] instrucfiona] time in a six-hour

;schoo] day. It is more than 11ke1y ‘that "the learners are not being

The amount of potent]al inStructional time available will be drama-
. .

& . ~
tically reduced if,for instance, a bus frequently arrives late or other non-

11




’

\ N ©
d1rect 1nstn§\t1ona1 actiyities period1ca11y 1nfr1nge on avai]ab]e d1rect -

instructional t1me. Let's say that due to Tate busés, part1es emerggnc1es,'

.and so on, an«average of 10 minutes of available direct instructiona1 time
is lost per: day. Assuminv a ]861day schoolyear, this accumulates to 30

’

hours of ,lost instructiona] .time per year (a week of Sé:hoo1)!

»

We have dwelt on instructional time to make two points. First, the
1 4
amount - of direct instructional time is one of the most 1mportant variables
.related to how many skills learners acqu1re. Second,.the educator should .

carefy11y scheduie 1nstruét1ona1 time and closely adhere to the schedule - - ‘

v

because seemingly small lpsses in direct instruat?onal time" per day result

1néijgﬁificant'year1y.1osses of instructional” time.

5% - » - o
- ’ ~ . N

. S

#

eated a typ1ca] da11y program schedu]e for 1earn-
Y .
teqh:al d1rect 1nstruct1ona1 time is- ava11ab1et
A Y
At a bare m1n1mum, half ﬁ the schoo1‘day shou]d be potent1a1 dlrect

# After you have delf)

~ers, calculate how much

1nstruct1ona1 t1me. 1f Tess than ha]f of ‘the schoo] day is potential
direct 1nstruct10na1 t1me rearrange the schedu]e such that at least ha]f
of it is potentnal direct anstruct1ona1 time. )
When morewthan hal¥ of the schoo] day is potent1a1 direct 1nstruct1ona1 -
.t1me you haye comp1eted an initial step in maximizing the amount of d1rect
: teach1ng. However; you have omly begun. K It is aﬁ;ent1a1 to emphas1ze that
potential direct instructional time 1s{often'1ess than actual dJrect in-
‘structional time. As_previous]y articulated, actual dihect instructiona]
time only includes t;e amount of time 1earners spend in p]anned systemat1c
1dstruct1on directly related to IEP obJect1ves Time spent ipsmoving the
learner from one direct ingtructiona]iprogram to another: providing §hort,
o | . - 12 . ' . . }

P 1




.- I '. ,.; ’ - h ¢ ' . 0
. ' -breaks between programs, preparing "to 1mp1ement p?ograms and“so on should

L

.not be counted as d1rect 1nstruct1ona1 t1me Thus, we have to program '

5. more than ha]f the school day as’ potent1a1 direct 1nstructrona1 time in.

&

order‘to achieve. ha1f tbe school day "’ as actual d1rect teach1ng time. De-

‘r

yot1ng half the: schoo] day to” actua] 1nstruct1ona] time is c]ear]y a very

A .
m1n1mum*standard. vCont1nu1ng effort shou]d:be placed on increasing the

~ .

v time availab}eftb‘yé11 over'half of the school day. .
, | Once a sche@u]e with ample potential instructional time is estab]ished,
persistent1y adhere'tﬁ it. When circunstances arise that infringe on the
length of the schoo] day, attempt to rearrange the day such that non -direct
, . instructional activities are eliminated or abbrev1ated instead of d1rect .
instructiona] programs. Arrange for important soc1aTkact1v1t1es such as
b1rthday paPt1es, Christmas partles, Ha]waeen parties, Thanksg1v1ng part1es
and so on to ocoun during non-diréct 1nstruct1ona1 times.

. of potent1a1 d1rect instructional” t1me has been max1m1zed, the next task -

When the amount

is to fit the learners' d1rect _instructional programg 1nto ‘the potent1a1

- ' d1rect 1nstruct1ona1 t1mes.

- . '

Fitting Direct Instructional Programs into the Time Available

. *Fitting the direct instructional programs a 1earner should be provided

»
. §
)

u"

e""

. into .direct 1nstruct1ona] time available can be a very complex task. We
have broken the task into subtasks in an attempt’to make it easier. An ini-
s : tial step in fitting direct' instructional programs to tine available is to
Lassign'a reasonable amount of instructional %ime to each objective in Tearn-—
5 . ers' IEPs, e
Oné’anBFBaeh to assigninj instructiona] time to objectives is to pro-

'vide equal programm1ng time for each obJect1ve. In this manner instructional

;};4; ‘ : t1me can be conven1ent1y b]ocked 1nto uniform fifteen, twenty, or th1rty

,1_?

.

e




&T\\ 0r1or1ty S1m11ar1v when the Tearner' s pr1maryvneeds are in motor, commun1-
/

3

. 4
. Subtract the time from xhe poténtial 1nstruct1ona1 time available., If

LT ',. _ ~lég il C R "y

.,
T
P
-
- ~
‘\(o
.\.
»
«
1N
>
rd
-~

- Ny . s 0 " .
minute segments, However, a better approach is to prﬁoritize Tearngrs'’

educational obJect1ves on the bas1s of 1earner needs, For example; if :

N ]

:a 1earner S pr1mary need is in the area of readlng, rE}d{ng shou]d bé g1ven :

-

cation or: self—care, these . reas should be diven 'priority. . . '

If read1ng obj t1ves are the h1ghest pr1or1ty obJect1ves and: cursive

wr1t4ng ape the lowest, then, for en7mp1e, read1ng may be allotted forty- N

five// nutes of direct 1nstruct1ona1 t1me per day and cursive wr1t1ng may

5
be"allotted ten or fifteen-minutes, - ' S r

‘o

. It must be emphasized that. when allotting high pr1or1ty obJect1ves, such

-

/' as reading or communication, forty-f1ve m1nutes”of t1me dees not 1mp1y that -

- !

' one forty-five minute nead1ng instructional t1me has to‘be blocked 1nto

the .day. There could be three fifteén-minute’reading instructional times
~

per day. In fact there is evidence which indicates that distributing 1n-

structional time on obJect1ves throughout the day may be beneficial to _

>

. l

1earner skill acqu1s1t10nu ma1ntenance, and gen;yé11zat1on (Mulligan, Guess,

HoTvoet & Brown, 198Q)
*
. *“ Once learner's tota] needed nstruct1ona1 t1me has been calculated,

i t

s

learner's needed- 1nstructr/na1 t1me is greater,than the potent1a1 1nst uc-
l/ )
_ t1ona1 “time ava11etle/'some ngn-1nstruct1onaT“act1v1t1es may have to e

shortened or e11m1nated On,the other hand, 1f potent1a1 instructional \

’,

time ava11ab1e is greater "than needed 1nstruct1ona1 t1me, do not increase

-

‘the number dr~durat1on of non-instructional act1V1t1es to fifl up the t1me. ;’*
F1rst carefu]]y assess if there are skills 1earners should be acquiring

' which;are not included in their IEPs, If there areg‘add these to the IEPs

. #




“and fi11 out the time with direct 1nstruct1ona] programs. An a]ternat1ve
- * L

is to 1ncrease the amount of 1nstruct1ona1 time for objectives a]rquy 1n

. ' \ i ) \
f. learners IEPs, ) \ . \\\ .

I
Up to this point, the process of organ121ng the edhcat1ona1 program

K has been based upon learner needs. We first determined qurners needsf

' _as indicated by their 1EPs, then assigned each one a needed\hmount of

‘ djrectiinstructiona] time and tina]]y insured that the learner's needed
instructional_time was compatible with.the direct”instrUctional time avail-
able. Now comes the challenge. Although there may, be enough time in a

day to prouide adegyate direct 1nstructiqn on &ach objective in learners"
IEPs there may not be enough instructiona]i per‘nne'l (e.g., teachers,

. " aides, vo]unteers, student teachers) to implement programs for each
x

(\\;:f ] obJectTve. . , , . s
.- v It is educationally unsound to decrease the amount of directfdnstruc- .

tional time on objectives or not to provide d1rect 1nstruct1on onsome/ﬁé- e

C T Ject1ves due to lack of 1nstruct1onal personne] Dec1s1ons on what té - - -

-

teach learners and how%much t1me to a]lot to direct 1nstruct1on shou]d\b ’ -

-t
based on learner needs, not the resources which are currentﬁy available, |, f// ~
LY . ‘L
5 In add1t1on, when the*number of current 1nstruct1ona1 personnel appears .Cf ﬁ;?c
\ ~to be insufficient, the t1me and ro]e of the cuprent instructional persoh-

nel shou]d be realTocated prior to request1ng more personnel. OnIy when
{ N =
.- it has been determ1ned that reallocating ‘the tlme and role_,nﬁ:ex1st1ng

.(

S ce_personne] will not so]ve the-problem, should additional persennel be re-

- quested The learners' IEPs, needed 1nstruct1ona1 t1me, and tim comm1t-

V' . Lt 4
mefts,- of.1nstruct1on5T'personne] can then provide the Just1f1cat1 n for more
staff - v ' N ‘ .? .
. L . . ol y
'_ S \‘* % . ,
: N . e I i .. ; -
! 15 '
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1earners have 51m11ar 1nstruct1ona1“needs ’ .
sJ . .
’ coo. Hmmgj _ﬂk* . .
CHART TO DETERMINE SIMILAR Q%AECT INSTRUCTIONAL NEEDS - : .
-3 : ! ,‘ - 'i { c ° -
B 1 T skm DOMAIPJSI .
: ' s : uh1ty ; ' .
Learners Se]f Care Reading -~‘ L13§ng e Etc. ,
’ =] . / * .
1. John tie shoes initial " cros§ street- , ,
) ' sight words® | 'make change S
. R T . N N = /
"~ |2, Mary brush hair | -initial .‘cross street’f * > % .l
‘ s : phonics ~ . I . . ’
- ’Q ’ . . . - - ! -— ’
N P [ o ' . /
, | 3.=Scott tie shoes initial = | make change {. » - k S
comb hair sight words O A /
Etc. . ' * SR ' . t ’
L.,-_ . & ‘ t a oo

v, e o
. 3 v "N' . ~ . . - . - . <,

-‘ ) IR . .
o . t '?5',. s . ¥
¢ O\ I .
. ot L e -
& ’ o e ~ . - 4
. si £ e . .° ]
gL L . .
-, . R P v . - o
, . ’3’ . /x-‘ ”

e - Grouplng Leafhers for Instructlon B

Appropr1até1y grouptﬁd“Tearnef?‘FQr 1nst\Uct1on can substant1a1]y

reduce the number of instrhct10na1 personnel required to 1mp1ement direct

5

instruct1ona] programs, Att1east three types of arrangements can be used

AN

3 N
t1on, heterogenous skill groupe1nstruction within the same skill domain,

Son

and_beterogenous skill group 1astruct10n acvoss sk111 doma1ns. . ,
’ - (
. A f1rst step in grouping 1éarners for d1rect}1nstruct1on is to: .

3

)" to group 1earnexs for direct 1nstructrbn- hemogenous skill group instruc--

determ1ne wh1ch learners have 51m11ar dnrect instructional needs. A chart

simitar to the .one dep1cted in Flg%re 1mmay.be used to ascertaln wh1ch

List the name, of each 1earner in.the right hand co]umn of the chart.

Under Sk111 Doma1ns 1ist appropriate sk111 domains for 1earners 1n your

~
I3

i \

/6 20 SRR | o 1

i




specific ski1ls the 1éaﬁfzm1a*s*e“fa’aght under thé appropriate skill

. and have very s1mf1ar dnrect 1nstruct1ona] program needs.

‘could be grpuped and- taught s1mu1taneous1y

e A chaHengeQO homogenous skﬂ] groUpfng 1s f1nd1ng 1ear//rs w1th

"not edUcat1ona11y appropr1ate to-place 1earners 1n a. homogenous group ar-

l . « !
e & o
' 4&-& . . .
L ¥ '

N . 7. . " ] R ’ "
educational program. A1l of the learners':IEP' objectives,should Fit into

ohe of the skill domains. In the row next to each learner's name write the

domain. This chart proV1des a veh?b{e for determ1ning which 1earners have

°

s1m1Jar d1rect 1nstruct1ona1 needs and can be. grouped 1nto either a homo- .

genous sk111 group, /heterogenous sk111 grouy”w1th1n one skill domain, or

4

a heterogenous sk111 group across sk11] domains. - 3

v

N - . o . . .

&

Homogenous Skill Grdup Instruct1on : ' ' 5’

- 1] 4

. Learners may ué grouped 1nto a homogenou§ sk111 group when they are

functioning at approx1mate1y the same sk114 1eve1 w1th1n a sk11ﬂ doma1n

%

Fo ex p1e,

learhers at approx1mate1y the same skill- 1evels 1n read1ng, math communica-

t1on or self care;pou1d be grouped for 1nstruct1on._ ; i; R

W1th1n t‘e homogenous grouping aﬂ] "the 1earners would s1mu]taneously

' -

~receive 1nsfructton on the same $kitls, Egr nxamp]e a read1ng group cou]d’;

s

be formed and all the 1earners could receive 1nstruct1on on the same phonics

ir

sk111§ t rough either teacher-made mater1als or g commerc1a11y ava11ab1e

d1rect 1nstrﬁbt1ona1 curr1cu1um L1kew15é, 1f‘three learners are scheduied

(2 PN

fo?“d1rect instruction on the same self care or 1anguage sk11ls, they

-

ing arrangement, learners receive s1mu1taneous instructidm onfthe’ same
0 N % .

-

R
:‘ N . + °

k111s
AN

approx1mate1y the same sk1]1 training needs w1th1n one sk11] doma1n. It is

’e

rangement when they do not have simiTar educat1ona1 needs.
’ %
Tearners in the group w111 rece1ve instruction on the same $k111s, 1earners.

Since a]]

Within a homogenous group- *°

» * : . ’ . . 17
.
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S 'w1th d1§s1m11ar ski11 tra1n1ng needs may spend va]uabﬁe d1rect 1nstruc- ’
- < t1ona1 t1me learning or pract1c1ng sk111s wh1ch are not relevant to » ° -
"Q\ . ‘e . N ¢ v LR . ; &

* .. ;
the1r needs. . \ - . ., ,
e ) . e, .. L3 - - ,

A further cha]ienge to a h0mogenous sk11ﬂ group arrangement is main-

&
ta1n1ng the 1ntegrfty of the group Learners w1th1n the group w11L acquire

*
: the sk111s being taught at¢d1fferenttrates. At heast three strateg1es may

be’emp1oyed when this ocgurs. One, drop -the s]oWest and/or fastest 1earnerS~
out of the group and put them 1n a new group Two, prov1de extra tutor1a1

1nstruct1ona1 time to the s1owest 1earqers 1n the‘group sifch that they can

J

- keep up. -tor examp]e, in add1t1on to proV1d1ng group Tnstruct1ona1 time

.
- < - c - 2 - e -

for 1earners falling beh1nd, prov1de them w1th ‘ten to f1fteen m1nutes of‘
: ‘
da11y tutorial 1nstruct1on taught by a faster 1earner 1n the group, an

& "

T dide.or a student teacher, Three $w1tch from a homogenous group grrange-
e ment to a heterogenous group arrangement !.'QL < B - e )
° { s 4 < . a 2
N :qg ' . Heterogenous Sk111 Group Instructioh W1th1n the Same Ski11.Domain
j;‘ Th”s -instructional arrangement 1nvo1¥es grou61ng 1earners who have . W

-

dissimilar skill tra1n1ng needs wath1n the. same 5k1]1 domé1n. For* examp1e,

-~ o s.

a learner who is acqu1r1ng basic sfght words cou]d be p]acedl}n the-same
e * ,,, .

reading group as a learner acqu1r1ng phon1c5 S1m11ar1y, a 1earner re=s
P - [}

qU1r1ng shoe ty1ng sk111s could be’placed in the same~se1f-care group as

4 a 1earner acqu1r1ng the skills to 1ndependent1y pu11 up pants. Mhen using
K3 s ' °

. a heterogenous skl grouping arrangement, always attempt to group learners

., . with the most simil&r d1rect 1nstruct1ona1 needs together to facf11tate the

.- o -

!
"learners 1nc1denta11y acquiring re]e&gnt sk111s Just°a 11;t1e ahead or
o L e % - .

beh1nd where they’ are in a curr1cu1um..- A RE ,

e Two heterogenous sk1T1 group1ng arrangements are round rob1n 1nstruc-
GL;' . . N . ': S .
. . . .‘f. ) ;8 22 v. - ; N o

vERC [ .
PUR I ‘ . B M
e, e . . . - ¢
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L &-
o vk t10n and COOPEfat1ve goal~StP<§?ur1ng JxIn a round robin arrangefent
. 7

- >
\the teacher prov1des direct - . instruction . to 1earners Y v

in ar round robin fashion finst proViding a fewgminutes or tria]s/ of in-

V struction to 1earner A, then 1earner B, .then 1earner C, and returning to
. > ¢

]
. 1earner A Learners not being directly instructed should attend to the

1earner‘being instructed and . waite their turns. Attending can be

shaped by providing instructioh‘(pos1tive interactions) to learners who

have been attending and ignoring thosé who have not been. Sihp]e cues

J o ‘ -such as "1'11 give John his turn becauSe he watched me" often duickly shape

. "up attending. Prais1ng 1ear2ers who attend also often quickiy shapes .

o atteng'ing - o )

- . -

. : .;"x Cooperative goal structuring is a technique which aiiows classroom
teachers to heterogenous]y group students for academic subjects (Johnson
. and Johnson, 1975)., Students w1th varying skill Tevels work together

- \\to acqu1re academic content and pos1tive interdependence on one, another

by

B y Uti]izang the procedures associated with cooperative goal structures re-
~ A%

quires arranging contingenc1es which resu]t in poSitive cognitive and

affective 1earnin A - - ’ "\

1

N . Heterogenous Ski11 Group Instrugtion Across Skill Domains

"

i - . ' v e . , - ' enq . . .
am o - Heterogenous skill group ingtruction across skill donains differs from

~ heterogenous skill group instruction within a skill domain only in that

-~

“ learners with direct instructiona1 needs’ from different skill domains are
. . ,
a )

grouped For example; 1earner A may be apquiring shoe tying skills while
) : ) 1earner B may be acquiring sight wonds skills through the teacher pro-‘
o .viding instruction in‘a:round robin fashion. For reasons discussed pre-
uiousiy, skill grouping aEross skill domains is not-as advantageous as

‘-K" . . . N
PN . -

A8




Zskilt grouping within %ki]]ldomainsf. o , -
; 4

One-to-One Instruction ' -

This arrangement inVolves one 1nstruct1ona1 staff member providing_

A%

d1rect 1nstruct1on to one learner.’ Research has repeated]y deme strated

that group 1nstruct1dn is generally as effect1ve.or more effect1ve than one-

<
S

to-one instruction w1th m11d1y to severe]y h 1capped‘1earners (e.g., Alberto,

J

Q_Jwggs, Sizemore, & Doran, 1980).- Groud instruction appears to bevadvantageous

in that Tearners can acquire practice skills through observing others in

. .the group. In add?t1o s group instruction can be used to teach such skills

as/fhrn ta1k1ng tténd1ng, and sgcial skills. .

' 0ne- <one 1nstructlpn should be the 1nstructiona1 arrangement of *

+ last-fesort. ‘Learners should not be excused “From group 1nstructTon because

0

they 'do not attend dr take turns, but shouTd be included in, group instruc-

[ g

‘t1on to 1earn these skills. In addition to the;&d@&ntages of gr. p in-

-
struct1on on learner skill acqu1s1t10n, it has the 0bV1OU$ advantage of

- - *

S1gn}f]cant1y reduc1ng the numher of instructional staff needed to 1mp1e--
. . - : LS *

ment direct instructiona1.pr?gram§a Howeverf for grouo instruction to be

maximally effective, group size should typically be71jmited.to two to five

« = o learners (Becker; EngeJmann, & Thonas, 1975)"”’ » ”‘{
T
Aftey group1ng 1eannens for instruction, a chart s1m11ar to F1gure 2
° “ .
- can he derived, As depicted 1n Figure 2 both group and one-to one.in-
PR ’ - ’-—'—-
o struttion dre delineated., In add1t1on, instructional time per grouping

\
.
. ~ . . *
. - * N , ‘< a 24
- . . ~ D

can occur in one time s]ot\Eer day, be.distributed into seyera]rtime

~slots, .and/or ogdur periodica11y~throughoutjthe week, depending on indi-

&

» .’ -

vidual Tearner needs,
~T-T*“"‘,’ ] '.__.../\ .

. \ {r . s , ) ' .ee\- P

N -

. \F1tt1ng Sk111 Group1ngs Into. the Schoo1 Dax_/ T

L

In ordenﬁtoof1t sk111 group1ngs into the schoo] day, current]y ava11-
S ~20 .o

peetd

5 - o . ~
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SKILL GROUPING

3

FIGURE 2 c

CHART GF SKILL -GROUPING

4 £

. ‘l.'.EARNERS . ®

1. Self-care:
Heterogenous -
" Dressing -

2. Reading:

Homogenous

sight words

Réading:

, Heterogenous
.Phonics and
context

Language:
Heterogenous'
signing

Motor:

‘Head control
One-to-one ~*

-, Adaptjve: - —|

e physical.
6. _Education: .

ﬂeterogenous’i

4

<

<

"~ dJohn, Mark, Mary,

L

JJohn and Mark

ue ,
N § =

Scott-and Sue

L]

>

John, Mark and Mary

.

o

AMOUNT OF TIME

20 minutes °
once a day

15 minutes o
" twice a day

. <

-10 ﬁinutes

-20 minutes
.once a day

- o

- b,

10 minutes
four times a
i day '

30 minutes
three times a
week -

+




£

Ed

ab]e.instructiona] resources have to be assigned to ‘each grouping and a

time slot for prov1d1ng the 1nstruct1on should beedes1gnated

Curr nt]y

ava11ab1e 1nstruct1ona1 resources 1nc1ude teachers, a1des, support staff

(e. g,, physical theraglst, speech therap1st), vo]unteers, parents, etc.

. L1st each instructional resource and the, times per day/fﬁegtwwll be -

" avaikable to prUVTde d1rect 1nstructlon. bn]y ]1st t1mes for which there

g

s

is éi%nm comm1tment - It s v1ta1‘when schedu11ng student teachers, vo]un-

teers, and support personne] that they will regu]ar]y be ava11ab1e at set

times on spec1f1c days. w1thout such ‘a’ comm1tment we cannot p1an on

<

————-—"M-
~them regu]ar45L4mp1ensntrng d1rect instruction.’ Loose arrangements can

. tional resources.

resu]t in significant ]osses of instructional t1me
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FIGURE 3
INSTRUCTIONAL RESOURGE~CHART
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A chart s1m11ar to the one 1n F;gure 3 may be used to 11st 1nstruc-

o

s

) “# .\ TINES AVAILABLE N s
RESOURCES o MON TUES = } NED‘ L. THUR " " IFRI “ o
Sally ATI. day T - VU
(aide) . . , . ’
Jim . - 9:00-. r -~
(aide) g T - T
L111y 9: 30- " T:15- 9:30-- +15. e v,
(speech therapist) 10:00, ‘u§:45 +10:00 é 5~ )
Mark+ . 8:00- 8:00-
(practicum studént) 11:00 11:00 , KAl
} Y &l‘-&\—*
Julie ATl —> Lo -~
(student teacher) morning ; . :
| Teacher A1l day - = . —> .
| doe -, ) . A ,2:g0- 2:00- , [~
’ dve ‘P.E. " 2:30 - 2:30 . . .
: ‘i@‘f@ ’ ; J : N
Mary 11:15- 11:15~ -~ - .
| (art teacher) 11:45 17:45 B ' o
22 « T A =t .
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As indicated by the chart the hypothetical educational program has many

potentidl providers of direct instruction available. At least two poten-

© tial problems exist with the time 1isted .on the chart. One, the amount

of time support personnel (e.g., the speech pathologist, adaptive physical

educational teacher, and art teicher) can provide direct instruction is

'extrene1y 1inited Two the teacher 11sted h1m/herse1f as hav1ng all

day available for providing d1rect 1nstruct1on. Since the teacher must

" train aides and others to implement programs and monitor their ﬁrogram

v

gmp1ementation it is not possible for the teacher to devote all day to

d1rect -instruction. nﬁe teacher who has to oversee- program 1mp1ementat19n

'by others should not list h1m/herse1f as ava11ab1d al] day to prov1de

direct “instruction. Educator,management of instructional resources will

be discussed in detail later.

-

The Timjted amount of direct instructional time that resource

S~

" personnel, such as speech therapfsts, Bhysica1 therapists, occupational

L4 \n}-
thegap1sf§f“?3&§mng specialists, and adapt1ve phys1ca1 educat1on teachers,
¥u¢&\g
have often presents difficulties wpen 1earners' h1gh pr1or1ty d1rect

’1q§truct1ona1 objectives are in areas of ‘the resource personnel expert1se.
Typically, resource staff have large caseloads and thus have to allocate
the1r direct serv1ce time among many needy learners, However, communi -

cat1on, motor or*read1ng skill programm1ng may be the 1earners highest

. s 3

pr1or1ty}obJect1vesh mandating that more d1rect instruction time be de-

L2 l ~

voted tg'such programs than ;erv1ce staff can provfd” due to the size

‘of their caseloads The amount of 1nstruct1ona1 t1me should be based

2

upon 1earner needs anid should not be arb1trar11y limited by the size
¢

of the resource staff's caseload. There are at teast three solut1ons
4 B , Q,

to this' cha]]enge. ,-“}'
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2 . assistance to/the educa

a. Reduce Resource Staff Caseloads

. Resource staff caseloads could be neduced such that they can
provide more direct ser§1ce to learners, This is.a h1gh1y .un-
1ikely solution since it is expensive and resourfe staff in such
areas as speech therapy, occupational therapy, phys1ca1°therapy,
and adaptive physical education are often in short supply nation- ;o
wide. Even if the money were available.to fund another position "
it might be difficult to fill. \

More importantly, it has been cogently argued and dEmonstrated
that, in general, resource personnel can often be better utilized
in techn1ca1 assistance and consultation roles than direct service.
- provider roles (Sternat, Messina, Nietupski, Lyon, and Brown, 1977).
We do not mean to imply that profess1ona] resouce personnel should
not provide direct services. Our argument is that many learners
‘can be better served thLough resource personnel providing technical
assistance and consultation to teachers, aides, and parents on the °
development, implementation, and monitoring of direct services .
rather than prov1d1ng it themselves. When it can be demonstrated
that direct services cannot be provided through the specialist’
providing technical aSsttance and consultation to the spec1a%
- educator or parent, the| spec1a11st should provide direct services.
If resource staff are uSed in technical assistance and consuita-
tive-roles to edirect instructional personnel, the amount of time
allocated to programs 1n supprot serv1ce staff's area of expertise
can be greatly 1ncneased ' . -

¥

b. Split Resource Persdnne] Time Between ﬁhrect and Consultative -

- o Resource personne]*t1me can bé“split between direct service
provision and consu]tat1on/techn1ca1 assistance depending upon
individual learner needs. Within thi¥ approach instructional
resource personnel can provide some direct services to learners

" and train the special educator, aides, student teachers, volunteers,
and parents to provide additional services. In the best of all
worlds, when resource personne] are providing direct services, they.
will prov1de them w1th1n the classroom such that thesspecial
educator can observe them- and insure that skiTls taught are

~  practiced and/or taught[throughout the learner's day to facilitate *

' ski]] maintenance and genera11zat1on.

-ll

y C. Eliminate Direct Service Provision by Resource Personnel

- Resource bersonne]lcan provide consultation and technical

or and not provide direct services. This
n obvious disadvantage for 1earners who need d1rect
services pro ided by resource personnel., . £

-

f tiqn or direct instruction. Depend1ng Fn-the needs of the 1nd1v1dua1
S ’ 24 T ' )
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]earner; the time should be d1v1ded between direct *nstructiona] time

, and consu]tat1on/techn1ca] ass1stance.

5

. -Given the Known re§burces we can now fit the learner program into
(.

B

the schoot day. A chart similar to that in F1gure 4 may be used to block

]earners _programs wnto the schoel day.

4 FIGURE 4.’ oL '
 CHART~FOR MAPPING.LEARNER'S PROGRAM INTO THE SCHOOL DAY

I3 . \
P = Program . L = Learner/s I = Instructor

O
4 .

TIME OF DAY MON ] TUES T, | WED .| THR
" 8:30- 8:45

wen o u

=.
=

i . u

L

"g:4%-10:oo

nonon

110:00-10315

nowu-

°
T«

-1-10:15-11:00

i




As 111ustrated in the chart the school day is broken into very -
.small time blocks. This a11ows for f1ex1b111ty in programm1ng. A short

f1fteen m1nute program can be schedu1ed in one block or a 1ong forty-five o

-

minute ‘program can be scheduled across three blocks. The times of day

“delineated in the b1oqks-must of course be adapted to meet individual
. - L2 v ! *

“and class needs. -

L . L1sbed’1n each 'time block.on the chart.are the program (P), 1earnérs
N b

(L), and 1nstruttor(s) (I) Through carefully and creat1ve1y a11ocat1ng
,' ,{ 'instructiona1 personne1 to sk111 and learner groupings ‘e attempt to -
provide direct instruction for each learner through efficient wtilization . R
- of current resources. However, even with careful and creative planning .

there may be a shortage of staff for prov1ding direct 1nstruct1ona1

-

serv1ces. Add1t1ona1 staff are now Justif1ed and may be obtained. through

.

recruiting peer tutors, student teachers, and vo1unteers or hiring

'add1t1ona1 .aides, g', ' l : ( '

) ..9

After personne1 have ‘been assigned to 1earners' d1rect instructional
programs and they have been 1n%egrated into the school day, further steps
should be taken to increase the amount of direct instructional time avail-

' o able. 'Times in the7day not slated for direot instruction“tan'be trans-

- formed into d1rect 1nstruct1ona1 t1me by requ1r1ng 1earners to pract1ce

)

and generalize skilts be1ng taught during non-d1rect 1nstruct1ona1 times,

For examp1e, if a 1earner‘1s acquiring funct1ona1 reading and money skills,

»

the 1earner could be taught to read. a menu and make\the appropr1ate change
- at 1unch A 1earner acqu1r1ng head contro1 or commun1cat1on sk111s can
be required to pract1ce the skills throughout the day. Learners .acqujring

. dressing skills can be requ)red}to practice dressing and undressing skills

" upon arriving at and 1eaujng school, and before and'after toileting and

P . . . ‘i
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gym. Games and play actiuities can be devised de free time which re-

quire practiee of acquirgh skills. Obviously, aimost all nondirect 1n-

L--31
.

A

. stryctional t1me can be made directly re1evant ‘to learners' IEP objectives.
’ 7

+
-

Transform1ng nondirect 1nstruct1ona1 time 1nto direct instructional t1me ‘
does, not Just’ happen and must be carefully plgnned.

Once 1earners programs are‘mapped into the schedule.and appropriate °
'ﬁ 1nstruct1ona1 personnel have been assigned to,prov1de d1rect instruction, .o
0 . . o the next cha]lenge is to deve]op a- system for tra1n1ng and monttor1ng

. A “ '

the direct 1nstruct1ona1 serv1ces provided by others. We cannot mere]y ’

.

assign 1nstrgct1ona1 personnel to 1earners and de11neate the skills to _be
taught in a specific time b)ock and expect that effect1ve d1rect 1nstruct1on
s will occur. A system for tra1n1ng and mon1tor1ng the prov1s1on of direct .

. and indirect instruction by others must be deve]oped and 1mp]emented.

LY -

« Training and Mon1torqag Instruct1on Provided by Others

An 1n1t1a1 step in synthes1z1ng d1rect instruction provided by others

LS

~

(e. g., a1des, student teachers, support personne]) is to ensure that theye~
have been ass1gned to carry out spec1f1c, “direct instructional programs
- during prescr1bed time b]ocks As prev1ous1y descr1bed a chart similar
s to that dep1cted in F1gure 4 may be used to accomplishithis task.,

Instruct1ona1 staff can be d1v1ded into two categgr1es, resource and .

-

-

s .t . tutorial staff Resource staff includes personne] with training and exper-

f. M etc. Tutorial staff 1nc1udes aides, vo]unteers*xstudent teachers peer

[ e ’
tutors, etc. who w111 need tra1n1ng and_close supérv1s1on in the 1mp]e-

mentation pfAd1rect instruction. ¢ g

] . . Lo ~

-
&




Manfging Inst uct1on Prov1ded by Tutors

Iy cally tutors will have at‘'least the fo]]ow1ng respons1b111t1es.
~ v Imp]ementat1on of directional instructional programs-as .
~designed. . ‘

ggi‘#; ] "~ 2. Monitor 1earner progress in direct 1nstruct1ona1 programs.,

3. Summarize| \and/or graph data on 1earner progress in instruc-
tional programs.

4. Prepare materials for direct instructiona] programs.

" 5. Notify an educator jmmediately if they canno imp]ement
- a program-as des1gned and/or are unab]e to Miplement a pro~-
gram at a11 ‘

-

‘< [Educators usually have at least the .following responsibTities, related

-

to teaching assistants: . .

-

* .1, Organize the educat1ona1 program and ass%gn-direct 1nstruc-
Lo tional responsibilities. . .

2. Design direct 1nstruct1ona1 progfams "including teaching/
- léarning proeedures, data’ co]]e;t1on procedures, and graphs.

3.- Train teaching assistants to-i ptement direct 1nstruct1onaJ
programs and collect and summarize data.

4. Frequently monitor 1mp1ementatfon of direct instructional
" programs to insure that the programs are 1mp1emented as

: . designed:— " - :
Sl ~ .. 5. Meet regularly with tutors to make changes in direct instruc-
S " : . tional programs and prov1de feedback to tutors on their

performance. .

* .

- . To facilitate tutor 'meeting their Jjob respondibilities and the

“ .

lj;\\\‘ ' educator achieving his/ er respons1b111t1es, the educator shou]d complete
R N T A
‘ ' at Teast the fo]]ow1ng rgan1zation act1v1t1eS° a) the JOb ro}es of

“the tutors shou]d be p ec1se]y def1ned and tutors’shou]d agree to ful- -

-

s fi1l the job roles; b) ‘tutors shouid be provided-with inservice training .-

‘ o ’ and technica] assistance on skills necessary to fulfill their job rofes,
??ﬁf T c) fulfillment of Job role reSpons1b111ties shou]d be frequentf& moni tored
e to provide the tutor with feedback on performance and any. necessary add1t1ona1

1

- S 1nservice tra1n1ng and”techn1ca1 asiistance.
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. .o Tutors such as aides, stiudent teachers; and volunteers should be \\‘
. ‘ : ' é . »
hired or recruited,to perform specific.duties. Prior to hiring or re-

cru1t,ng_§g;ons, the Job ro1es shou]d be precisely art1cu1ated to 1nsure %
thgt tqtors are fu]ly aware of the scope of their responsibilities prior
"~& u to accept1ng a pos1t1on The Job ro]e descr1pt1on should 1nc1ude at

o _least lhe f1ve reSpons1b111t1es 11sted above plus other responsibilities

B that ng]] G% assigned -such as aSsisting or transporting learners, mohi-

. . torhxkg:cess and~iunch, calling jn W enl;ick, arriving at work at

Ny L
‘ specifily time, etc.

{After the job role has been defined anda tutor has been recruited
’ L.
-and/or hired to fu]fill the ro1e the edﬁcafdr and tutor’shou]d joint]y '
¥

agree upon how performance will be eva]uated and what technical ass1stance

~

L. and 1nserv1ce training w111 be provvded to\1nsure that the tutor obta1ns

)

A the necessary support and tra1n1n% to perform his/her JOb role. Such a

I 3

agreement can be signed by the-educatqr and teach1ng ass1stant to const1

tute an informal contract between them, The agreement can be wr1tten in

N\ a form similar to that dep1cted inFigure 5.

-
.

- »
- .
-

! ’ ’ b -
As i1lustrated in F1gure 5, the/educator can be _extensively 1nvo]ved
_in. mon1tor1ng‘putor performance and prov1d1ng,the necessary inservice

ass1stance Performance’ monﬁtor1ng and 1nserv1ce

‘Syﬁthés“:iziﬁg 'Educat'io*na . Ser\}iceyPar‘/cS;ded by Support Staff\./
N—

o he respons1b111t1es of support staff may include at 1nast"
R - o " Assessing gearners and mak#fg recommendations on IEP objectives.
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LYY FIGURE 5 - ' o :
: TEACHER ASSISTANT J0B AGREEMENI A ’
. \ '4. . ’ k\ .
’ . ’ Y . ? ’ 7 . . .‘l
. Job Responsibilities Indicators of’ Supporting Conditions
0 . ~—Successful, Per- . s y . ‘ ;;
‘ formance . ;/' ) : )
Implemented direct. 1. As judged acgeptable-| d.  Insenvice training Zﬁéﬁ. '
i " instructional programs by at least wgekly technical assistancé on- .
MU as des1ghed “observation By the implenentation of direct
e . - educator /* instructional programs
e ' and’ provided by the .
SO /// edycator -
: 2. t data on learner | 2. Ne k1y check by 2. Inservice training. and
. perf rmance ‘for each' cher of ddta col- technicdl assistance on/ -
: s . ingtructional program J1cted and stmmarized, . data liéction and ¢ :
S Ssaiﬁ7§3m$§:}¥eaggta ' graphing/summarizatio
_graph/sum T provided by the educator
M " - 2 “:“*‘“t‘~"~‘¥’ i "T—‘.:-// P A -——W""MW o Ay - e s > . N o -
jiﬁ_; 3 /‘c%k? 2P?;og¥;2c§ : 3. Per1od1ca1 observa- Weekly meeting to/ . .
b i'a22~dt‘ona1 tion of programs, by analyze Jegrner data
e . "g rngT ; ; educator . “and design progyaif
: - 9 g .5 ~e . changes plus tyaining )
) , 7 ’ on how to impYement -,
. changes //: -
- < ‘ . ) . -
: . -/ .
3 ! . / / -
. . ) - Q 2 .‘ -, .
N4 - " .
- ‘ ‘4 : /// . .
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P - . : ‘ ' C .
. 2. 'Prov1dnng techn1ca1 ass1stance and consultation on the devL]op»
Lt ment, implementation, and mon1tor1ng of specif1c‘d1rect in-
structional programs. - ik

4 -
%/ . 3v——Prov1d1ng direct instructional or therapeutic serV1ces..

. —Fhe spec1a] educator's role in relationship tooresource staff/can '

|

/ _wH.__conSASt_of_at_least_the following responsfb1]1t1es' N

Ca . - 1. Trans]at1ng profess1ona] staff recommendations into. meag rab]e
/ . IEP sobjectives and d1rect 1nstruct1ona1 programs,\

. 2. Deve]op1ng, implementing, and mon1tor1ng direct instructjonal
R programs, given technical assistance and cqnsultat1on by esoyrce :

e - stdff; e a
- T . 2773, Ijicluding d1reG§rServ1ces prov1ded by resource staff in the

. 2 L earners' ‘days.” ¥ L W i _ / &
- , - ¢ |

- Ln' rder, to accomp]1sh -these a§t1V1t1es, a chart similar tol-the one )

d§p1c¢ed in Figure 4 max*bé used; Direct service and consultative/tech-

L

_nical assistance times shou]d be mapped into a weekly or month]

. ’ \ ' ! . . e o

L o dar. L. . K

» . ‘.’ . . . L . o
. . N . , " Fd

e l‘, ~ e Py . o. ot . .
e - - Organizing Teacher T1me o N

Ve _ ) A maaor componet of classroom organ1zat10n is time manag ment Thus *

far we have covered max1m121hg 1nstrUct1ona] time and organ1z1ng the '

-
-

-

%f ( o ‘t1me of ’others. Another v1ta] time management component, 1s mahaglng teacher )

-

7

£ : ' 4 .
.

P time or Your own t1me. 4 N\ . . . T e
. - : )

2

] . An. nitial step in organ zing your own t1me is to 11st a]T'the tasks L, 3
ufi : ' Av.l aye to comp]ete and when they s neyld be’ comp]eted Refer: sback- to the = - T

e ] -
R charts in the prev1ous s ct1ons°wh1 h. deJ1ne- ed when you were prov1d1ng
S e&/ t‘(}

- d1rect 1nstruct1on, nbnitorindxaid tra1n1ng tutors, ‘onsu1t1ng W1th S, y

support staff etc. The informa ion from the prev1ous sec 'ons should

'fff: C 'allow you to deve]op your OWn week]y, monthly, semester, and/or yearly .

f}f ca]endars Add to™ the informat1on from the’ preV1ous charts such act1v1t1-'
g as IEP m§!%1ngs, IEP writing trme, teacher convept1ons, etc. 0rgan1z1ng

“;2’{:V{“ e this 1nformation 1nto week]y, month]y, semester, and/or yearly ca]endars
_ ‘ N B ST -

a,%




= e ~ e N '™
i \i :. v “’ - - > ’ ﬂl Ly
» [ ) ] -
. - 4 - -1 A F -8 -
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w2 ™ shou]d he]p you organize your tlme'ln re1atf0nsh1p to what has to be done, .
T, "
AT . .

and provide a vehicle for a]1ocat1ng enough t1me to ,the tasks and insuring- -

«

: , - that they are accomp11shed e \
8 - .
Lo ) . dust as it-is 1mportant to" carefu]]y ‘organizé™the learners' school N
- . & <
. ) . t1me to rnsure'that 1t i used:- eff1c1ent1y it is a]so important to organize .

) v your t1me. Careful organizat1ghhof your own t1me can often ke an appar-

o ' ent1y overwhe]mang work]oad manageable. " : ' ‘

-
-~

. ‘One more aspect of persgna] t1me management is to make a ca]endar of T
«  tasks to be accomp11sﬁed tomorrow and the twme for accomplishing taskS°and

N then try to adhere to,your dai]y schedule. Nhen things don't get done on ’ k‘

=

time, reschedu]e them. One of “the b1ggest enem1es of teachers is time. . 77

’fneff1cient management of time can léad to frustratlon and burn out ¢ )
Qper organ1;atlon of tTme will typ1d5T1y 1mprove the 1earners 1nstrucf
ograms and;your,own job_satisfaction. - . ‘ . O -

*,‘ . - _%jonal
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. \
CHAPTER lffc " WHY ASSESS AND TEACH . )

- . : v <
N ) A . y L ‘
N - \_ Beforé.an instructional program can be ‘developed, a determination of

the stddent s performance 1eve] must be made. In recent years there has

been a tre::/?oward developing andﬁut11121ng assessment procedures which f
- ‘are direct

linked to the planning of instruction (Meyen, 1973; Har1ng,

Lov1tt Eaton, and Hansen, ]978) “1n order for assessment data to -be use~ ‘F.
J
_ " ful in 1nstruct1ona] planning, quest1ons re]ated to "what to teach" and

>

e ' "how to teach" must be answered. B ' . o

In the past, many\tqgc::?s have relied primarily on assessment infor-
mation'derived from standardized testing “instruments administered by support

personne1v A]thoﬁgh the data gathered from such 1nstruments may be heﬂp-

+

eas - -<fu%~1n’d"term1n1ng 1n1t1a] e11g1b111ty for special education serV1ce§*,1t *

" is. often not appropr1ate for ass1st1ng a teacher in dec1d1ng what or how
to .teach an 1nd1v1dua] student. In,order to provide.information which is

user] for 1nstruct1ona1 programming, teachers themseLres are becoming in-
.creasingly more skilled at developing and utilizing assessment strategies
mhiéh identify oerformance lTevels across a variety of ‘academic, social, and
lf;" ~ 7 self-help behav1ors Teache:f are in the’best position to measure specific

behav1ors becacause they spend.more time observ1ng and 1nteract1ng with 1nd1-

;“%' T vidual students than other profess1ona]s in the school. Quest1ons such as -
. ;‘ . /

A - “Under what/cond1t1ons does a child 1earn best?" can be answered only through

o d1rect and freguent observatJon of student performance across a var1ety of . ‘p
Kﬁ"j;, o . B ‘ . . ¢

—tasks and 1earn1ng env1ronments. N

x
KRN .. . [

".AsSES sment that 1s a1rect1y 11nked to 1nstruct1on provides teachers

<¢

“owith, a pr ct1ca] too] ?or determ1n1ng appropriate educat1ona1 goa]s and teach-
- MR S . . ' T -

-~ing Strategies. Questions re]ated to "what.to teach",can be answered

. © ; v . o - ‘/1 o [
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through systematically observing student performance while manipulating the

LN

manner in which tasks are presented the mode ‘of student response and the

system for prOV1d1ng feedback for correct and 1ncorrect résponse. —

Most 1mportant,aassessment strateg1es des1gned 8 answer questions
about what and hpw to teach can also serve as the basis for an ongoing
mon1tor1ng system to determwne the effectiveness of a teach1ng procedure or
the appropr1ateness of a,specific instructional goal. Profess1ona1s respons1b1e
for teaching,hgndicappedastudents must'be skilled at analyzing ongoing
assessment information so that programs which are not effective can be
quickly, modified. '

[ A\

What to Teach ' i

I <)

-
o

The determination of what to teach should be based on a number of
1i¥cons1derat1ons. F1rst ‘normal child development 11terature can be help-

»
fu] in mak1ng genera1 estimates of expected behav1ors for peers of the same

age. Although the Behav1ors d&scr1bed at var1ous deve]opmental stages may
° °
seem over]y ambitious .or not ambitious enough they do serve as a usefu}
s

, “£001 1n 1dent1fy1ng goals.to aspire towards. - Similarly, special education

11terature related to curr1cu1um;deve]opment\can be used to deve]op short
and long term goals in:specific content areas. Commg;c1a11y prepared cur-

riculum m\ter1a1s can also be used to identify, as well as sequence Jearn-
* -1ing-objectives. - - \. / E .

In add1t1on to th@ sources noted above, of prime importance 1s 1nput

D 4

received. from parents and students re]at1ve to des1red Tearning outcomes.

Much can be gained from ask1ng a parent or student what skills, if acqu1red

'] . ' ¢

- «wou1d make 1ife easier and\npre fun.

“‘SﬁnCE'the ﬂ]timate goa] of pub11c schoo] education for hand1capped

. students shou]d be the acquisition of skills and know]edge which ‘lead to

3

36 -
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independent fuct1on1ng, 1nstruct1on should be provided in re]evagt academ1c,

e

vocational, and personaT/soc1a1 areas. All 1nstruct1ona1 programs, shou]d - '

provide opportunities for the student to usevﬁewly acqu1red skills in
8 * L3 lll ¢
env1ronments other than the ’c1assroom In order to increase. the 11k11hood

of genera11zat1on occurr1ng, skills® and knowledge taught should be of a
ERR funct1ona1 nature. Hence, goa]s and obJect1ves shou]d be ¢thosen wh1ch E
- fac111tate more -complex sk111 deve]opment and which. 1ntrease the amount o “
of independence and choice making behav1ors in the world at large. In order
for skills' to be'maintained over time,'ithifferent enuironments, and with r T

-d1fferent people, the consequences provided in the natura] env1ronment must

~

be analyzed»and programmed Sinto instruction. (}
. - How -to_Teach e ' . s

S

L &

. In order to determ1ne thé most effective and eff1cﬁent strategy for :

ey

teach1ng & skill to an.1nd1v1dua1 student, a thorough ana]ysxs of thé .assess-

;ééi ﬁ&uent information must be made. The quest1ons wh1ch shou]d be answered are )

% r“Under what conddtfon oes thé student 1earn‘best7" and "where on a , )

:L, cont1nuum of sk111s shoq}d 1nstruct1on begin?" In order to max1m1ze the A

. usefulness of the assessment 1nformat1on, a teach1nngrocess aimed at B

c0ﬁt1nuous eva]uat1on and adaptat1on is  essential. | ‘/-‘
The steps inherent 1n -such a ;rocess “\begin with the det\rm1nat1on of

entry Tevel skills. Once _this has been accomplished, godls and obJect1ves ' -'3'

LY
can be specified.waext, thirough diréct ohservat1on‘and careful analysis ) '

o

/of student performance; specific leakning problems can be pinpoihted and ° I

teach1ng 1earn1ng strategies des1gned to meet those 1dent1f1ed needs

Ii‘ e _ | F1na11 ,» Ssince the goa]s and teach1ng procedures haye been clearly defined,

:;i C ,_evaTu;z%OW“bﬁhcmﬁsfbﬁn@gand parce] of the entire téZcthg process, mak1ng - »
. .- ’;w revisions in goals and/or strqteg1es a 1og1ca1, simple and potent1a11y freqdbnt -
};:_we;,‘;m N r * R % —_— '/’:_4 , . 0 >
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Since: thls sect1on is pr1mar11;~£bout “how to teach " issues related

to various kinds of 1earning problemé§ will be presefited. In general, s

Q

prob]ems 1n 1earn1ng occur during the initial acqu1s1t1on stage, the pro-

;59“ f1c1ency or f1uency stage and/or the ma1ntenance stage. The spec1f1c teach-

T g x
oo N -

¢ ing strategy that one might emp]oy depends to a.larde extent on the state et

L «t

of learning at wh1ch the d1ff1cu1t1es occurred T _;-3; -

In1t1a1 acqu1s1t1on refers to the "period of learning when'if’performance

g - B

falters, changes des1gned to prov1de 1nformat1on to the 1earner about how

to perform the desired response have a h1gher probab111ty than other

'strategles of promoting pup11 progress" (Haring, leerty, and White, 1980)
Teachu1g strateg1es appropr1ate for prob]ems in the aéquisition stage 1n- " :
vo]ve man1pu]at1ng ‘the events before or after the student 1s prov1deafw1th

an opportUn1ty to respond Examp]es of such strateg1es 1nc1ude use of

4 7 -

phy51ca1 verbaT or s1gned prompts to ass1st the student in maklng the “*

Tt ey

f‘{ correct response. teacher‘demonstrat1on, é1ther before a response: opportun1ty

.- -

‘~.(- or fo]]owlng an error; var1ed de11very of directitns- (verbal wr1tten or ' :

symbollc »guven s1ngu1ar1y or 1n*comb1nat1on), and verba1 feedback spec1f1-‘

-

lca]ly d1rected at the target behav1or to Tet the student know she 1s on the

= . -2

: *r1ght track S R ' : ~
RO | : . ‘ S

S1nce u1t1mate1y .the Tearner must demonstrate the new]y acqu1red -

°

behaV1ors in seﬁt1ngs other than the teachﬁng enV1ronment the strateg1es

.
‘s
3

'used to bu11d the new behaV1ors shou]d c]ose]y approx1mate those conditions

a%n the natura+‘enV1ronmeht If strategTes are required wh1ch involve more

oy

dbtrus1ve teach1ng techn1ques they shou]d be e11m1nated as soon as poss1b1e s

,o"? .
v

0nce a sk111 has been acqu1red the next step usua11y invo]ves increas- T
e . e > e : e
_“‘”ﬂ ~1ng the—rate,\duration, or latency of responding. Stud/ntS~demonstrat1ng .

Al
L4
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difficulties at this stage.aréiexperienciné proficiency problems. An example '

of a problem associated with rate is a student who can write the answers to
~mu1t1phcat1on facts if given th1rty seconds per fact. The student may have
1n1t1a1Ty acqu1red ‘the responses, but is unable to functionally use the
skills because of the slow rate. Q .

" Teaching strategies‘associated with proficiency problems include .drill,

practice and specific consequencés for desired changes in rate, duration,

; or latency responding. A]thoudh there is Tittle empirical evidence about

ultimate crjterion 1eve1s; there is some research mhich suggests that a
high proficiency 1éve} may irsure skill maintenance (Liberty,$1974).

In the final ana1ys%s a skill.is not Tearned untd] a student can demon-
strate its mastery’ with d1fferent people, in different env1ronments and with
d1fferent mater1a1s. ‘Just because a student can correct1y identify a circle

and a square in the c1assroom, or correctly spell a set of words on a speil-

ing, test, does not necessarily insure that the student will make the correct

~ PO

response with a different teachér{ in the classroom next door, or with

Materials that ook different. ' When a student does perform a skill in‘re-

,sponse to new but similar stimuli, such as differing peopte, environments,

or materials, generalization of learning has occurr%d.
For many non-handicapped .students, generalization:occurs without

specific programming. Hoﬁever;'for handicapped students, the complaint most,

'6ften made hy teachers and parents-is "She learned sthat -last month and

*

-now she can t remember 1t " or "He does ‘it at home, but not~at sohoo] M
It may'be, part1cu1ar1y for hand1capped students, that strategtes which
teach genera11zat1on should be rout1ne1y incorporated into any in-

structional program. Act1v1tles which increase the = 1ikelihood

-~ - o . . T
-

of *generafization of behaviors can be builft into teaching 1learn-. -

» " “ [ 'A ' 3942 ”:- ‘1'] / ’.o_ v
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ing strateg1es at the acqu1s1t1on and- prof1c1ency stages.

)
——

> Perhaps the nfost cr1t1ca1 component of 1earn1ng is the ab111tx to
adapt and modify acqu1red sk]]]s to meet the demands of differing environ-
ments. Adaptation reouiresvthat thg-student modify his/her responses to
meet ghanges in the environmenta] conditions. To learn this proces§, stu-- -
dents must, have the opportunity to apply previously learned skills and - <
knowledge to solve more complex prob]ems Teach?ng situations des1gned to

.

fac111tate se1f—1n1t1ated performance and problem solving behav1ors must
]

be programmed and viewed as a part of the teaching sequence.

-

Monitoring Progress : . ‘ -

The purpose of ut111z1ng ongo1ng assessment procedures is* to determine

. whether or not educational strategies have been effect1ve in: teach1%glthe

-

. spec1f1ed objectives. 0ngo1ng assesSment shou]d prov1de the: “teacher w1th

1nformat1on about when and in what manner teaching strategies should bEr /

\ .

redes19ned or new skills 1ntroduced - .

.

There are a number of techn1ques wh1ch c1assroom teachers can use to y

systematically collect 1nformat1on on the effect1veness of nnstruct1ona1

strategies. Data wh1ch 1s col]ected for jnstructional decision mak1ng 1s§

3§
1 -f
- generally derived from two sources, permanent products which result from :

student perfbrmance“and direct observation of¢student behavior ) P

ExampTes of measures_gbtained from permanent products include the ’ i h

v 1

number of mu]t:p]ﬂcat1on facts wrltten correct]y, the percentag e of wr1tten

" sentences conta1n1ng subJects and pred1cates and the rate of assemb]1ng a ™

g ¢
puzz]e. ‘Measures of th1s type are re1a§1ve1y sxmpve to,cp]lect and 1f re-
*"“‘~ Lo @ o
corded on a systemat1c ‘and frequent schedule prot1de va]uab]e information.
RN 4
. Data coT]ect1on techn1quesldes1gned for measur’ing student behaviars wh1ch

.d6 not Teave a permanént product all involve direct and systematic observation

. . " . R -
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of performance. ) Examples of behaviorévthat a teacher might want to collect
observationél.data on inc]udé‘!e?bal interactions. between peers, self- -

_ initiated question ésking~and_taptrum§: Thé following tyﬁ§§ of data can
'::?,.A‘ ) | bé co{]ected through diregt ohserua&jon: i C

_ 1) Frequency measures -~ Measures of frequeficy are used.when

< a : + informatjon,is needed about the number of times a behavior \
T occurs within a specified time frame. Examples of behaviors ,

=4 for which frequency measures might be collected include talk :

s . outs and questions asked. .

2) Duration meaSure; ;»ﬂif a teacher is interested in knowing
how long a behavior occurs, and the behavior is ongoing, such
as thumbsucking1or<rpg§jng, measures of duration are most

o . appropriates v
. ’ . T e » \ s . -

3) Latency measures - -If infqrmafion is needed about the length
- of time elapsed between the ‘presentation of a stimulus and the °
.occurrence of behavior, measures of- laténcy are useful. An

-t R example is the length'of time elapsed between the .time directions -
. . " . were given to begin itten assignment and when the assign- g
i ~~ 'ment was actually inftiated. = - . i
faf?' " * The information presented in this chapter ha’s emphasjzed the
KR " " importance of ‘direc¢t -and frequént assessment in order to determine what

N ' , by . W
and how to teach. Only through careful and systematic analyses of - .

~

actualqgtudent performance,can ;eéchfng learning procedures be designed

\
L ~

* . %o address each learmer's stre%gth§ and weaknesses. The following chap-
. - ter will discuss thehqevelopneht d\gggljcx ion of.teachﬁng leanniﬁg

-

»

'f ' strafegies to specific iniichtiqnal probleps.
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. s :' CHAPTER IVE SELECTED TEACHING/LEARNING PROCEDURES ce ]
e As used'here1n teach1ng/1earn1ng procedures descr1bed "how" to teach a
. 'skill They encompass systematic environmental man1pu1ations which facilitate® .
ski]t acquisition, prof1c1ency, maintenance, and generalization. The research s ’
. and\wr1t1ngs on teach1ng/]earn1ng procedures are voluminous and rev1ews can be ¢

. found IJL!&Ch sources as Har1ng, LoV1tt Eaton, and Hansen (1978) Sne]] (1978); and
‘ - Har1ng and Schue]febush (1976) 41 13 not the 1ntent of thid chapter to reyiew

the 11terature or exp1ore the wide var1ety of teaching/learning procedures descr1bed

53‘33 in the 11terature 0ur pr1mary focus will be on se]ected techn1ques*that;research o
R T and our exper1ence have demonstrated to be part1cu1ar1y helpful in des1gn1ng in-

structional programs for d1ff1cu1t to *teach 1earners.

\ .
Prior o des1gn1ng teach1ng/1earn1ng procedures, the fo]]ow1ng tasks should

be accompi1shed . e
. 1. The sk111s to be taught should be c1ear1y 1dent1f1ed and delineated
in the form of instruetional objectives. ’ v

2. A rat1ona]e as to "why" to teach the skill should- Bﬁ”art1cu1ated

The rationale should gust1fy teacﬁ;pg the sKill onm, the basis of at .
least;

a. An assessment of° he learner's current skill strengths
and Eef1c1ts

' b. . A delineatfon of how acquisition of the skill will .
directly relate to increased- Jearner independence in
. current and/future environments or subsequent related
N _ - tasks.

3. Tasks of daily 1iving should be identified in wh1ch the learner can be

o ' .taught to immediately and functionally apply ‘the skills. For example,

; if money is being taughty one functional task would ‘be to teach . "
. learners to purchase jtems at a store. Reading can.be made immediately

functionat by teaching and requiring 1darners to read restaurant menus,

recipes, community signs, and deisure time materials. Self-care skills

can be made functidnal by requiring learners to practice skills at

appropriate times throughoub'the day such as when dressing and undreSSr -

ing for recess, gym, swimmingy and so on. - .

e e e e e R ' lA - *L - PR . ~- - - B hE. mu: «;.» . N .- .
- . - .. ) ]
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As educational environmentalists we teach skills through systematically

modifying Tearners’ environments. Basically, we can modify environmenta1 events

¥ *

which occur~before a sk111 is to be performed and/or wh1ch occur 1mmed1ate1y

s

after a sk111 is performed (L1nds1ey, 1964). Env1ronmgnta1 events which

occur pr1or td skill performance are called antecedent events and events which -

vy

<

d1rect1y fo]]ow the performance of a skill are ca11ed subsequent events.

Chart 1 d1sp1ays examp]es_of severa] skills in the. con;ext of antecedent and

S S—

A 7 . . .
.subsequent events. L \ ;

i i . ‘ .
3 ~

" Inaddition, the efivironment can be'modified to circumvent ®arner

sensory and motor deficits. Antecedent and subsequent events caﬂ be adapted

Y

"to learner information output modes (Wh1te, 1980) . Bas1c Tearner 1nformat1on

input modes 1nc1ude~aud1tory, visual, and tactua] 0bv10us1y. v1sua1 and
> 3

‘tactual antecedent and, subsequent event modes could be se1ected-for tota11y ;

° b11nd.1earners. For examp]e, signs, gestures!'plctures, pr1nted ‘symbols, -

3 -

and tactua] cues (e. g., the learner touches/fee] items to learn about them)

* can be used in the 1nstruct1on of deaf 1earners and ve?ba] cues, sounds, and .

* .

tactual cues can be used in the instruction of blind 1earners *

LN Ko

The response mode 1earners use to indicate knom}edge of a s$111 .can

- ¢4

also be 1nd1V1dua112ed on the basis of the responses 1earnens can‘perform

a

(Wh1te, 1980). For examp]e, a nonverba] 1earner cou1d use sqgns gestures,o

written responses, or a commun1cat1o rd to 1nd1cate know]edge,of sk11}s.3;
R r@ﬂ\, 3
. Chart 2 111ustrates selected antecedent ents, input modes, output modes,_ PANEY

; , and subsequent events wh1ch may be used s1ngu ar]y or in comb1nat1on basedé

R

0

vv. . . " <Y .i °
PRI upon 1nd1V1dua1 1earner needs. . e « ,?
BT c , 44 - . . T
W2 s ! . Lo g .
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Examp]e Ahtecedent Events (A E.),
Subsequent Events (S.E

"A.” Math Workload

A E-

B

CHART 1

-

S ‘So o~ »

Skill (s.), °
.) Schematics

\

"S.E..

Addition facts, prob<’
" lems- presented in an

., equation format

(e.g.,

.
.

2+4=.__)

Phonic ‘Réading

L

. AES .~

Ledrner writes cor-

. rect answer- for
, problem

Teacher scores as
correct and praises
learner for achiev-
ing at least 90%
correct B

°

-~
.

Ly

Learner writes in-

_correct answer
L

/

.Teacher scores as

incorrect, describes
how to so]xe problem
and requires the
learner to correct
errors '

— S

The learner is pre-
sented- & phonetical-
1y programmed read-
Lr and asked to

‘reatl -a passage aloud

R

Learner sounds out

words and reads-.them
correctly .

*

Teacher Heriodically
praises 1earner .

:- Put Shirt On

A.E.

Learner fails-'to
'read\a\
ly

a'word correct-"

_.Teacher redirects

learner to sound out
word and read it
correctly )

Teacher presents a

:_shirt and asks, the

- \\\1egrner to put‘the
. shirt on -

. Learner puts shirt

on correctly - \

e - g -

-

T

Teacher per1odlsaljy
praises 1earner ~

v o~ e m T

Learner ‘puts~shirt.

on incorrectly
~ .

45

e

"Teacher models the
_gcorrect responses

and- asks 1earner to
"try” again® ..




« Selected Input'and

Output Mode

Antecedent Event

;tModes

1

wLeafhef Inpu%
Modes ‘

Leardier Output
Modes ‘

Suﬁé@qﬁent_
Event Modes
i

" Auditory -

“ v

T;btpa1~

o
Vérbal

Writing

Signé/
Gestures

. L 3 -
Communication~

- .

Bodrd "’ .

-

r

v\-

Auditory

.

Jisual

»

Tactual °*




‘?i‘lw.-ﬂ~example, wa]kang etoothbru§h1ng, verba]ly ]abe]1ng obJECtS and act1ons,

e

O *
e

"_ It 1s often advantageous when des1g i

_~ the funct1on the skz]l serves, and f1na]1y we~de]1neate a]ternat1ve ways the

’-&121ng'cou]d be se]ected as the first cho§§e,fon produc1ng S1ng]e“Word utterances.

U, TWo caut1ons must be made in. t

i by
sory 1mpa1red, motor1ca]]y 1mpanredf and sevehe]y hand1cappe ]earners to

add1t1on/subtract1on are sk)]ls we typlcally teach ]earners. However, -some

learners may eurrent]y be unable, to acqunre lsuch skills. For these }earners,
the sk1]1s can be tnanslated 1nto,funct10ns and the learners can taught

-
a]ternat1ve ways to 6e?form the fuhct1ons As depicted .in, Chaht 3,_to der1\t?

funct1ona] a]ternat1ves, we flrst T]St the sk1lls of -concern, then art1cu]ate

[
)
.

.

funct1ons can beeaccompllghed u& e . 5‘ i - % o

St . -
‘l'o P . L7 ? A . .
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Let us say the targeﬁvsk1%ﬁ 1s‘pn6qu1%g stng]e word utterances. Vocal- <.

»

.o °,3.' o -Gv;(ﬁ ¢
Genera]ly, the behaV1or 1nd1cated by°nérmal deve]opment for carry1ng out the ~ -

iMnctlon WOuld’be concentrated on because 1t~ﬂs usua]]y the most typical,
a [

appropr1ate and least re$tr1ct1ve, 1f’1§ deteﬂm1ned ;hat the ]earner does B

. , y .
« 3 .

s - . .
rd. , S )
commun1ca§30n ‘boa h , _ |

cou}d be chosen such as. s1gn1ng or @&

ATPEP : S p

de]ineat1on of'funct1ona] a}ternat1ves.~
. 'e

must be se]ected In the area of

L]

S

o

ra e
.-
*

‘:j’ commun at1on, this is c]ear]y not the age and often the ]earner shou]d be T .
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) 1 Deriving Functional Altarnatives . )
. - ’
- . \ Functional
S Skill . Functidn Alternatives
.- . Walking ."Move body through
: : ' " -'space . ’
" \ N .P ‘ . i
. * ~‘ - , ’/\‘ . l
o . fgétherShing Clearr teeth : Electric toothbrush,
3 T . ‘ waterpick, . us
S . Y » ~ washcloth ) N
- / R ) !
- X R ) ‘ A . ’ L] .
. QlcVerbally';abel Descrihe thé "envir- - Signs, gesgures, ’
& - "objects .and . onment. and indicate communication . J
‘actions ‘wants and needs ...  board
o . o . ve e ‘ © C I !
-0 R - ' %
.« Mddition/- Budget money, make Hand calculator,
; Subtraction . change, etc. - money chart .
S g LT “en ' - ‘ ;- ’
. ’ . [}
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s}mg]taneously acquiring ski]ﬁs in each of severa1“communicétionamoda]ities.
. Comparative progress in each of the modalities would ‘then be used as data to

se]ect the best augmentat1ve system, Funct1ona1.a1ternat1ve5:must be cons‘idered
A

- frem the onset of a 1earner s individualized plan for services, but the

4!,‘
selection of functional a]ternatives should not'be made in a rushed fashion or
V

in the absence of data® ‘Neither must the se]ect1on of one a]ternat1ve always

”

Lo be made over another. In the area of commun1cat1on, it 4s poss1b1e that the
N “

1earnen—may s1mu1taneous1y vocalize and/or sign while operat1ng a commun1cat1on

-~

board. ) : -

> AT

A second caution regardlgg the selection of functional a]ternat1ves is -
that a1ternat1ves to the typical way of perform1ng funct1ons are usually re-
str1ct1ve For 1nstance, signing can be chosen as an a1ternat1ve for speech

S

- Howevers the 1nd1V1dua1 us1ng s1gns is restr1cted to cpmmun1cat1ng w1th other

people who also have a know]edge of s1gn1ng There is a limited commun1cat1on

. audience. On the other hand, comunicatjon boards restrict the individual

s .

0 carr&ing arpund a board to communiiate.. Selection of functional alternatives

have to be carefu]]y considered by parents, teachers: and ‘support staff (e.g.,

T

: speech th apists, motor spec1a11sts) to 1nsure that the ﬁunctionaf alterna-

tive does not u necessar11y rule-out learners acquiring ﬂhe "typ1ca1“ way

.. = ¢ of fulfilliing func Qns and the a1ternat1ves are as. typ1ca1, age appropriate,

and least restr1ct1ve as\poss1b1e S ‘ N

kN

As delineated be Brown, Brans on, B mgart, V1ncent Fadvey, and Schroeder

(1979) funct1ona1 a1ternat1ves can alsd be der1ved by prov1d1ng persona]
; - assistance, adapt1ng act1V1t1es~~adapt1ng sequences; or adapting rules. "\

Personal ass1stance;1nv61ves prov1d1ng ass1stance on.only those elements of

[

. »
e, an)act1V1ty the learner cannot perform For instance, if a 1earner can select
3 .

h food 1tems and pay a cashier but cannot carry a food tray, someone coqu carry -
: * . . - ° ’ Q .
’ - l s > ) . 49 ) p—r A, .
‘ Q vt v ! o D2 : ’ Ve . : . ' .




e Adapting ski]] sequences involves changing the seguence in which skills

| _ —
the tray to allow the learner to barticipate in the other activities.

Adapting act1v1t1es 1nVo1ves chang1ng the act1v1ty to allow for more

1ndependence or complete 1ndependence ‘An example is mak1ng waffles., If

-

the waffles are made from a mix, the learner may need assistance in measyr1ng

¥

out theJ'ngred1ents. However, if toaster waff]es and a toaster are provided,
the ‘Tearner may be able to acquire the sk11]s to complete the activity more

1ndependent1y'or with complete independence.

3
e

'are'performed Aséan example, purchasing foods in.a fast food restaurant
»

typ1ca11y 1nvo1ves the following sequence of sk111s§ waiting in line, p]acing‘~'

an order, faking money out of the wa]]et‘ paying the cashier, and taking the

food to a table. A learner who has d1ff1cu]ty taking out a wa]]et and secur1ng

‘ money from it may perform these skills at a slow rate wh1ch is not acceptable

to either the cashier or other customers wa1t1ng in 11ne. " The 1earner could

be taughtrto take out the wallet while wa1t1ng in line to accomodate the rate
g

\
proQLen.
2 _

Adapting rules. includes changing the rules of, for'instance, games, such

-

that 1nd1V1duals can participatein them. Examples 1nc1ude. chang1ng the dis-

tance between stakes in a game of horsgshoes 1ower1ng the net in vo]]eyba]]

' ~apd g1v1ng po1nts for h1tt1ng the vo]]eyba]] rather than requiring that the

ball trave] across the net. o ) f'
- C o N
Often it is not the learners' ski1]~deficits that 1imit their functioning

1n commun1ty enV1ronments but, our lack of teach1ng them functional a1ternat1ves

4

"This br1ef discussion 111ustrated ways in which the educat1ona1 enV1ronmenta]-

st can systemat1ca11y mod1fy the environment to c1rcumvent the ‘effects of L.

o

PL01‘91ca] var:ab]es\ In the next sect1on of. this chapter we.will be primarily

. *.

ST S . .
concerned with fow the educational envirdhmentalist can systematically arrdnge_

» - 50 s

: .
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. antecedent and subsequent events tofacilitate skill acquisifyon, prof1c1ency,

.

ma intenance, and genera11zatlon The procedures descr1bed\here1n are based

\ —

upon basic 1earn1ng pr1nc1p1es wh1ch have been systemat1ca esearched (e g.s

Sneﬁk 1978 Harlng, et a].,1978 and Har1ng and Sh1efe1bush, 1976) We wifl

0‘\

not attempts to'artﬁculate a11 the procedures which can;pe employed to fac111-

tate skill acqu1s1t1on and have arbitrarily divided teach1ng/1earn1ng procedures

¥
&

into smaT] step tra1n1ng and error ana]ys1s . *

¢
s:'{i ' ‘
‘ii ' Small Step Tra1n1ng

It has been repeatedly demonstrated that 1earn1ng is facilitated when

) -

' sk111s or educat1ona1,gi3ect1ves are broken 1nto small steps which lead from

an 1nd1v1dua}‘sjcurrent skill level to acquisition of the obJect1ve (e g R
Horner and Ka?]qtz 1975 Resn1ck Wang, and Kaplan, 19737 and Smith, Sm1th
and Edgar 1976) Small step tra1n1ng has_ been referred to by various educa-

tors as concept analysisy task ana]ys1s component analysis, etc. Here1n we

~ will descrmbe three basic wajs t% Break objectives 1nto sma]] tra1n1ng steps

1£

) chang1ng conditions in sma]] steps, b) changing behavi sm

N

.F&

N steps, c)

>

, chang1ng criteria in sma]{ steps The three procedures are based} updﬁpthe*

f\s‘ -

' » ‘ =®
£ e .
.and cr1ter1a. Samp]e‘1nstruct1ona1 obJect1ves are dep1cted @n C rt 4 -
' V2 . .
s - ) -
ne . %“J . i . » PR o -
[ A\ p “o
. - _ . —_

R Y ' : < © oy

As 111ustrated in Chart 4, _the. 1nstruct1ona1 obJectlves prec1sesy deline- '

. ate the conditions under wh]ch the sk111 1s to occur, def1ne Ege sk111 in

(
observabﬁe and measurab]e terms aqﬁ articulate at what eriterie the sk111 has .

" to be performed to be con51dered acqu1red " Direct 1nstruct1on as use here

nS1StS of teach1ng }earners to perform sk111s under the cond1t1ons and at y

.
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i CHART 4
564 ‘\». aae Y . 0. R
e Sample Instructional -Objective - .
. v . ’ s @ - & -
" : . S ) v ’ s’ *
-7 R ¢ o . .9 '
S Condition. v - *+  Behavior * - - . Criterion
&,‘ . ’.‘ . ¢ ‘ . I -' N ‘
o a, Given a paper, 'pencil The learner will write Con&pletin&the sheet
- i .‘and a_ single dig;t addiA. answers to each pr&- within one minute and
[ .t-f&'ﬁ"maph fact sheet, " blem "~ - . Jachieving a score of
: wit\ the 20 probléms'} x 4 90% correct on twg
. . equat{on form (e.g.,* ,, consecutive sheets °
“; Co . 4 = ___9A8 +_3 ‘35___)\ 8 N ' *
e ’ - 'S '
e - ) .
fe . v - . - ] . *
+* _ B, Sight Words . ' _ -
’ 5 L .iCo\ndiEiona Behavior , - ‘ Criterion
' 5 ¢ - \I Ly
' Given a sheet  with the The learner will read |Within 2 minutes with
A 'Dolch' gight words -4 each word on the at least 90% accuracy
4 <~ eprinted on it in ran- sheet . on two consecutive
FEEEEER dom order and a,cue to° (PO occasions
s read: the’ ords ¢ o, .
B 3 N PR S ] e
?:‘v'-l... . 4 N - -t
::.:: - o + €.~ Put Hat On 4 . N
’i’ . + T Coﬁdit?on Co Behavior - Criterion
3 "f§l7 * . "";: ‘ . —_—— N -, ¥ — —_— = ) .
et . L . «
5 . ‘ Given a stocking cap, :3 The 1earner will * [Corregtly within 3.
Lo . cue to "pdt hat on". ", a. pick up the hat . Iseconds on nine out
Voo e . . .« “ 1. bs open the hat " |ten consecutive | _
U o .. e |.-¢, put hat on head bccasions ( .
. ) e . d. pull hat down- .o -
i . =" - D, "Rolls,Over, Baak to Stomach et ‘
" TN T M N\ .. .
R L Condition SN Behavior . "'J "Criterion .
e * .. The learner or{-h.iﬁﬁer : " The learner will *  [Lorrectly and in ‘sequence
57-‘17 and given a high pfefer- a. Reaches agross body -pn three out of four
ST o ence item such as 4 toy with arm to obtain trys on two consecu-
N o - .preseritéd ‘to left or ) item \ /tive occasions . .
+ T “right,. just-out of reach| b. Tufns head to same. | Lo
LT T side ., ® P R -
R T e c. Flexes top leg up and ﬁgy A
BT b LT ) across. body - - , '
2] s U +d, Rolls.onto side . ¢ .
PR kAl . . ~ .| e Rells onto stomach . . _
VO e emoe e de .- £ \Free arms . - N .
e - . <,
4
%, .y
sr 4 . N .




the criterionfspecified in*the instructional objectives. éff\

L]
Y

RO - “ Chang1ng Cond1t1ons in Small Steps ¢

When a ]earner performs a sk1]] but does not perform the skill under the

desired conditions, 1nstruct1on can be des1gnéd to systematica]]y transfer ‘

v e

control of the skill performance from conditions which already control skill

°

'performance to the desired conditions (Stre1fe] Bryan and A1kens, ]974, .

-~
-

Streufe] and Wetherby, '1973; and Har1ng and Gentry, ]976) Fob examp]e,
. ]et S sdy we are 1nterested in teach1ng a learner to read the words “ba]]" d
"cup". If the tedther holds up a ba]] dr cup and asks "What is this?" or s1mp]y

asks the ]earner to say "ball1™ or "cup”, the learner says "ball" and: "cup"

I

The prob]em is that wehn the” teacher holds up a flashcard and asks "What word S {
is th1s7" the ]earner does not correct]y label the f]ashcard words as "ba]lﬁ

and "cup". In this examp]e the learner can consastent]y perform the ¢eS1red

. response of saying "ball" and "cup", but .he/she does not perform the response

" under the desired conditions (i.e., when presented a flashcard and asked "What

i
-

is this. word7"). Two cond1t1ons a]ready control the response: .the presence ‘
of the obJects and the teacher ask1ng "what is this?", and the teacher asking -
the ]earner{to say "baT]" or “cup“ , The 1nstruct1ona] cha]]enge 1nvo]ves
‘transfer1ng contrgT of ‘the responses “from the cond1t1ons which a]ready control

« e

- .~ them to the-d%§1red cond1t1ons

The term E ompt w1]] ,be used subsequent]y in reference to co d1t1ons wh1ch

/"/

h’;,;/”’/ consistently evoke ‘the desired response. Prompts may be categor1zed into, at .

g . P

]east verbaT gestura] mode] h1gh]1ght1ng, and physical ass1stance prompts’ ¥
(Harlng, ibexty, ‘and Wh1te, TQBO) Chart 5 dep1cts skills hypothet1ca]

‘]earners can perform, cﬁgdrtqons under which they cons1stent]y perform. the

e

£

skill, the t pe of prompts which contro]s sk1]] performance and the deS1red
, condltjoﬁs,fir skill performance ' L
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- ~ i . " Chart 5, o ) . T
- Example Conditions (Prompts) : o lte-wu
Which Control Desired Skill Performance
— —_——
! ’Conditions under which skill is Type L .
. skill 8 'of - Desired Conditions -
., consistently performed ; -
: . Prompt - ) . .
N 5 N - Vs . . .
1. Prints name When given a-~sheet of paper with model | When given a lingd sheet of pgper, a
T _his/her name printed on it, a of ° pencil and a cue to "print youl
- "'“ pencil-and cue to "print, your ° printed name", the'learner prints his/her
. © ndme" the learner prints name by | name name
R tracing the model of The name on <
» | the paper.’ . . . e ‘

2. Reads printed When the teacher holds up a flash-| model When the teacher holds up a flash-
words on ; |.card am¥ models the .correct re- \- catrd "and-asks "What is this word",” °
flashcards ‘sponse ‘by saying "This is the . . "] the learner says the correct word

. _ - T . jword (___)" and then asks "What : . :
ig, this word" the lea.rner gays the . ‘o °, . '

) . correct word : ©

. > ¥

P

- - S we m AV smmwmwame e m s mee e e e, e -——

" 3. Puts hat on Whén the teacher says."Pnt hat -on" |physidall’ When the teacher says "Put hat on"
: and immediately provides partial jassis- | the learner puts his/her hat oh.

b . { physical assistance,* the learner thnce . .
e, e o putg on his/her hat. . v '
5o ¥ .. . ” ,
B e ,i ‘ '
4, Setting the. - When place seétings are prov'ided, verbal | When provided place settings and a
table | the . teacher says ' set the table" prompt | 'cue to set the table, the learner '
o .+« |and ver.bal]gr cues each step in’ “independently sets. the table.
. 2L " | 'setting the table such.as "Put a S A R . .
». . " t,|placemit at each chair", "Put a, - ) Yo e <, o
' .7 |.plate on each placemat" etc:, the te Ly T P
e learner performs the skills cor- ) ' ' .
f.§ ‘ e rect:ly: ‘ . [ . R . " K , - .

——— v ~-T = .  ——

:AS‘. Visual discri- Presented “the letter b and d with highk : Presented the letter b and d and
" mination~ Dis- the distinctive features of one "’g.ight; “alternately abked 'to "show me 4" and‘
Tk ctiminating letter highlighted (e.g. the cir-- ing cue! "show me b" the learner touches the

N the letter b | cular stroke of he b is colored ° . correct letter. v
>\ from.d - *rEd)~when the” eachexf alter_nately : . “ .
o N . | asks "show mg b" and "show me d" - | . . .

t. " | the learner touches the correct " ° . . "

SRRV létter . ) .. - -

.x N N [ A\l . ae .y . ™

6. FolYows dire,gd When W vided verbal directions to gesture When provided verbal directions to
© .tiong to . - stop, stand up, sit down, come brompt | "stop, stand up, sit down,4come
"°stop" "stand here" paired with a gesture cue, , here" the learner will perform the
: up" Mgit down'| the learner performs the correct\ correct behavior
- "co;ne here" - | behavior i

« ) .‘""'. ':$ .
. 54 \7 . . L .
. b : . 3 .
- . Y o .
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SO To bring a sk111 under the Control ofthedes1red cond1t1ons, one must
,T;_-'\ -first se]ect a prompt wh1ch a]ready cons1stentJy evokes the skjll and transfer

- control of the skill from the pﬁgmpt to’ the desired cond1t1ons “Two procedures

from prompts to the des1red cond1t1ons are 1nstruct1ona1 prompts and correction

EIS . )

prompt. L ',’. L Lt . \
. ‘ O\,

e

. Instruct1ona1 and Correction Prompts '

e

As used here, correction prompts 1nvolve prompt1ng the correct, performanc
of a skill afterean error performance "Correct1on prompts are illustrated: in
Chart 6. As dep1cted in the chart, f1rst the 1earner is cued to perfbrm.the

L7 skill. If an, error~€ccurs, the teacher prov1des a’ prompt wh1ch cons1stent1y

*.* evokes COrrect performance of the sk111 After prompt1ng the skill, the;teach-"

error performance, 1nstruct1ona1 correct1on cue sk111 performance and so on

~

o . . can be repeated unt11 the 1earner performs correct]y

wh1ch c€an be used s1ngu1ar1y or 1n comb1nat1on to fac111tate transfer of control

Zoer recues the 1earner to perform the sk111- The cycle of'cue skill performance,

~ s N -
.

s :

> L]
» . [ N R Vd

\

- P

prlor to request1ng the Weaf‘er to perform ]t Chart 7 111ustrates theb1nstruc-
t1ona1 prompt parad1gh Instruct1ona1 promptlng is a common teach1ng,format

~ For examp]e, teachers typ1ca11y mbdel and verbal]yvdescr1be how to solve math

L4 -«

fact problems, sound out words, or print a 1etter of,the alphabet prior to

7

requirinhg learners to perform the skill: Most workbooks first demopstrate.

Ay W
“;‘(_ "
T

-
(-]
.

.

' As used here, anstruct'lonal prompts involve promptn# teaching a skillu .

7
! -
]
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o : 3 ‘ —->-Correcc Performgnce' —_— Reinforce and go on o e
N : next flashcard
W ' . - . , . ,
N ‘ : - - - . ‘ \ ‘ s
i Performance Cue __.j__;,Error Performance . --——>- ],'pstructional\ Cofrectdon

S Ly Teacher says "No, thi'word
g Presents flashcard and . PR > is ", That/is the

asks "What is ‘th‘is - , e * teéacher models the correct
Lo word?t o o .. * . response. - |
! L] ! - - ' ' 4 R
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* 7~ Puts on Hat L Correct Performance —— 5 Periodically Reinforce
N r,. > - . . « \ »
S Performance Cue Exror, Eerformance -——-—;-- Instructional Correction —
* . \ ‘ . CEte ‘ Teacher says.''No, put it

Present hat -and say _e.g.; does not pull ' down, snugly" and Ehzsically

"Put on hat" .. . hat snugly, onto head % assists the learner to pull
- : v - 1 hat down. " .
o > ¢ . 3
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Once a sk111 is cons1stent1y performed correct1y when directly preceded

.

. - byan: 1nstructmal prompt, the prompt shou]d%e el 1m1nated When instructional .

o . k
L prompt1ng has been’ e]iminated, a correct1on prompt paradlgm is 1mp1emented

1;‘ That is, incorrect sk111 performance is on1y prompted after an error response. :

wﬁen instructional prompt1ng is emp]oyed we can break the cond1t1ons of

~a1most any: educational obJect1ve vnto at Jeast two steps We f1rst teach

) cons1stent1y perform the skill correct]y when sk111 performante is

irectly preceded by an. 1nstruct1ona1 prompt Instruct1ona1 prompting is then

P e11m1nated and a correotlon prompt paradlgm ds emp]oyed As a ru]e;of thumb
‘p,' - it is typ1ca11y more. effect:ve to’ 1n1t1a11y teach new-skills to d1ff1cu1t to

téach learners through 1nstructlona1 prompt1ng Once a 1earner 1s performlng

at 70 toﬂOO percent accuracyomnstaructwnal prompts can be &l 1m1nated and the

correct1on prompt paradigm emp]oyed (Har1ng, et a1 .5 1980). Chart 8 illustrates

how three educatlonal obJectﬁves can be broken 1nto two steps by changlng

. > * !
condqt1ons. . T e
- LR 3 *
; - : ¢
‘ p) & - .

. ¢ “ V4 e 8] \
S : - et ' :
» L ) R { 4 ‘ gl .

>

.The two step 1nstructlona1 cueiflg parad1gm descr1bed above is, effect1ve
with many 1earners when‘%he two step instructional prompt parad1gm is in-

e?%%ctive, instructional prompts can be e11m1nated in sma]]er steps

R




s C . CHART" 7

. © 7 Ilustratiens of .Inétrﬂctgiona]pPrpinpts

» v
~
'

1') Reads Flashcards °*

.
s

* Instructional cue: The
teacher holds’up a
flash card and models
the correct response |

: . (e.g., say, "this .

. .~ word is boat") and then

. . * -+ asks "what is' this word?"

o gr——

Correct performance —» Réi,nforce and s»

" Error performance

..

ps N Voo ¢ >
f gewl v
. ."\‘ ’ : 3 k)
™
- ]
' ., & r
) N S ¢
“ § .\,] a2 4
- LY ot
Y. e 2
- ’ﬁ ¢
. - - N
o,
.. . * . . P
. N . - . L]
.' ‘\\
[N .
£ .
. > -
[ .
. v N
[N
° 3 13
? o
. / "
e " .“ .

. go to next flash”

card. s T S,
-
. , - . '\I
—>» Repeat instruc- ., '
. . tional cue. .

. N . \" ) v - 01 ’

- . '- , ¢ .
w7 1 . "¢

o R
2) Completes Addition Problem . . T el S
} ' : SN P s ,‘
e Correct perfarmance: —p» }3,e1nf‘orce. — .
* N . - ) . -, Yoy
_ ’ Instructional cue: "The Error _performance Repeat. instruc-. .
: { teacher models s%@’”//pl" + tignal cue. ) .
- .~ .addition—problems/on. - AT B "
c _ . ——"the blackboard and then N T T . A )
i Hands out work sheets and,". ", - Co. ’ ©L -
asks students to solve SR .« . L ‘
» the problem.- . ‘ . . ’ R
. ‘ ‘ ) ' . » 1
o . ) : y A
N 3) Puts on Hat T > . St
I - ) . 4 « . . — - . _:"_ "‘_70‘ . i . _Q’
A \ ’ Correct performance —-. Reinforce. - =
. ., - ) . a B
: # Instructional cug:. The - Error p°er‘fo'r~manc’e.' —> Répeat instric- '
‘ oL , teacher 'says "put on g . - tional cue.-=-*
i © . .. hat," inmediately v STt gL
A ’ physically assists =~ ~ t .
- ‘.~ the learner in put- * . . < .
= ' " . ting on hat and then.’ A ‘ ! .
_ % . says "now you do it.”" -
e e Y e LT o . .
s b BI . . . ,
- o 58-
I~ y _ e » B
« L * : o .
I N ' o ‘ i
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. nates asking the learner

.
L - -

-j 1!

CHART 8

.Examples of Changing-‘Conditions .

. . . In Two Steps to Eliminate

/

A. SAght Words - Flashcard )
V4

.
P

Condition

When presented fiashr
¢ards, one at a_time,
and the. ‘teacher says -
'What is this word?"

words

Instructional PromRts

' Ob'ectiv/:'~f'
Behavioz B

The learnerareads

.. hke .
N

'Criterijn . .‘

Correctly| within
"l second on 9 out °
10 trys, cross )

"consecuti e ‘sessions

;giteriogr\\\

»

" Changing Conditions Behavior
L 3 ’ N R
1. " The teaéher, pre- Same . .Samer o
“sents a card, models. ; J /
.. the correct response ’ s
(says.""This word is '
. . ") and asks '"What > A
¢ is this word?" .
2. +The teacher‘presenté« Same . Same
a card and asks -"'What " i ’ : -
e vis this word’" - . . . -
"p" — "d" Discrimination : * '
> - - e cT Y :’
E Objective 1 ' \
N b . - ) ' : ’ . “" * <
Condition . . Behavior Criterion ™ . :

-~
- -

When: the teacher presents
a "b" and a "d" and alter-

-. to "Touch a 'bt" and 2
- "Touch'a 'd'"

. ' Changing -Conditiohs .

When the teacher
_presents a .'b' with
¢he circular stroke .
highlighted (e.g.,
colored red), and
K a 'd' and alternates

-

.

touch 'b' and 'd!

When -the teacher pre-
sents a 'b' and a 'd",
and alternate§ asking
the learner to touch
'b' and 'd! '

* -agking the learner to }

$ame

™

Same

Behavior ,
U

The laarnar touches

L

The correct letter . °
‘within 2 seconds on

9 out of 10 trys,-
across two consec-

'utive sessions
//4 Criterion °
~Lareraon

Same

.
- .
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“C. -Put Hat On
* .
-«

Conditions .

¢ .
. When presented a hat
. and asked to "Put
, hat on" g
i’ . . .
Changing Criterion

. /

1. When the teacher

: says’ "Do this" and

_models putting on
2 hat and thien says
© "PXt,on hat" .
2. . When presented a
hat and ‘asked to
"Put on hat: ’

,
< ’ - v
3
. il
N
- ¢
‘ ¢
.
N - ,
f/\
L4
- -
t - ’
" .
- *
~
~
o
‘e
.
ot M .
k4
A}
L}
! e s
. -
‘
R v
. z
. *
- o .

Lt am e e . . . v

.

"Objective

N >

:Behavior . .

The learner will put
on hat

Behdvior: ’

Same
?
1)
Same .
-~ *
. .
& -
v. -
. » . o
s/
[0
PEURE /
[ 13 [

» v ‘
” - -
‘ -
& " -
A
. - ‘I
(\n ‘- .
-’
Y ¥
4 » »
‘< a
. - -
Criterion e ‘
" Correctly mithin 5 -
.seconds on 5 out of .
6 trials across .
two consecutive sessions
. b - ¢
~ e . .
Criterion , “ .
Same’ -
.. - ; .
I *
\".— ’ ’

.
’
~
’ )
~
.
o s
° ’
3
.
L
N . -~
] 1
1 .
.
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&
f
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- . *
~
.
. -
L
[ 4 .
o? .
. .
. -
N
.
el PG P R
. ~
a1 ‘
[
» M ’
- .
Ty
Y .
D
-
K 4
4 4
" >
’ .
. -
. -
P .
1S «
N -
.
-
y Y
N L 3
'.
.
;
s LY A .
N - .




fr——— -4 e

Reducing'Instructiona] Prompts “in Sma]l»Steps \

In the’ 1nstruct1ona] prompt parad1gm de cribed above, ]earners were
N é ' .

! taught to con$1stent1y perform §¥311s cosrect] mhen skill performance was

- ..

1mmed1ate]y preceded by a prompt Then the prompt was abrupt]y e]1m1nated and

: n,
“ a correct1on prompt procedure‘was elnm1nated Abru tly e11m1nat1ng the 1n—

struct1onaJ prompt is too sudden a change 1n cond1t1ons for some Tearnefs and oo

can resu]t in hlgh levels .of errors ~For such ]earners 1t 1s often more effec—r
. S0

tive to systemat1ca11y E%?Qanate 1nstruct1ona] prompts in small steps. rSystem-

. IS
. .at1ca11y e]1m1nat3ng 1nstruct1ona1 prompts in sma1V steps has beep called

(Sr’or1ess }earn1ng However ]earners typ1ca11y make some errors but the
' frequency of enrorsoshou]d decrease u{gstruct1oia] prompts can be eljmi nated

H
in smal? steps through gradua]]y reduc1ﬁg prompts and t1me de]ay (Sneln, 1978)

Chart 9 dep1cts examp]es of gradua]]y reduc1ng prompts and time* de]ay

“. y ' ‘ -> ,- '762 " 0 ;. ‘- ) . . ® %
. n.. ) R . Vo vy & Y ' I -
X -~ ' —_— M — ! - - -
) v , s 4 . by vu - :
x . B _ @ ° R
- - s ° . R ) . . T N . Ve .
As 1]1ustrated in Chart 9, gradua] prompt reduct1on involves system- yd

at1caJ]y and graduaﬂfy reduc1ng the 1ntens1ty or quantity of prompts Q\t1me .

';: o de]ay 1nvoTves 1mmed1ate]y prom1d1ng the prompt”after the “cue t6 respon- ahd oA~
v then gradually de]ay1ng the t1me between the cuexto respond apd-<he prompt Y

until the ]earner responds prior to the’prompt Thi -adua] prompt reduction

-

and prompt t1me de]ay strateg1es provide a_m€ins to change conditions in very

sma]1 steps to transfer contro] 0f£~SkitT performance from prompts which already

3

contro] skill performance~ o,rhe des1red conditions.

4 /

" The printing -xamp]e in Chart 10 illustrates how conditions and criteria

3 -

change_im"gradual prompt reduction.- The griteria for moving from one prompt

<$

:///;////Q‘/ﬁéﬁ/;; the next is less stringent than the final performance criteria. This

o N ‘ " y 61 . N ‘ ./' w,

G e 64 R \




CHART 9 .-

Example of Reducing Instructhrompts ip Small Steps ® ,
: ~ - S T
. | R ' N
- - A N ; 4
T - e e Y rd M "
»." Skill/Task ' Prompts "Cue to Respond ° Prompt Reduction Sequence Peo
S K o . ’ v o -
» “ ‘ * . v N .
. P : o v )Y [ ) ! ! !
- Printing Yetters of Arrows and * "Print the letters" | .- O\L & <t | . )
" the alphabet dotted lines ,": . ‘: {f 'l' PR S Y o A
L. A : ' t - t ¢ -
] ‘el L NP B N “ < o N s | ‘_ )
: ' < f 0 T 10,8 6’ 5 .. 4 3 no
. Y dots dots dots -dots : dots dots*"dots dots dots
T ° E . ¥ T . .
, reduce arrowys . / -~ "reduce number of dots -
' ‘ \ ’ / T . ¢ ‘— M
“Discriminate b from Dots around circut ‘| Show me b T X v
‘4 when both Jetters, | lar stroke of d d b b |d bld d{b! 7 |b|a b|d |
are presented ° - f . .
g . I8 e ‘. . i .
. ) ‘ - T reduce number of dot
R ) . Y - . . AN . ) . =Y . ]
‘o el ’ ) i h .2 \ - v P
“Labeling sight words Mels - { "What is this word" \|Teacher Teacher Teacher Teacher No
‘presented on flash—- +{ response by 'say= 1 . . models word = models word loudly meodels models word Model
ycards "ing "This word . - at regular =~ at slightly word in a in barely -~
WL is "o word inten- . less than whisper audible » -
: . sity regular whisper 6 6
! 4 ‘ - word inten-
R o . sty .
NUIE T : . o ) ' - reduce, intensity of ‘model N
;;:I.albéliné«objects; | Teacher models . ["What is this" Reduce intensity of model using the same gequepce émployed
MRS . " | response saying * |} v In previous sight word example .\ :
“ .. ‘v ) 3 "This '.LS’ a !' . - . \) ‘ . - - - -
6 ? . ) - - ) F 3 ) A . \\ . N P
“ o - A . - ’ -,
‘4)‘:« w N . ’ . Y 1 L ,f e .
i, E MC i J:ﬂk‘w#,‘ﬁ:ﬁﬂ ) ; T . _ J ] - o . o




Prompt Reduction

CHART 9 Continued .

Skill /Task

Cue to Respond

L]

Prompt ﬁeduction

»

VL) IS e ST S g e gt A Amb ~ o

\"mtxf‘

‘

LI

. . .
. i .
Eliminaté gesture cue

Prompts Sequence d
- Imitates teacher Physical assistance.| "Do this" and Full hand hand over hand over Touch No physical *
clapping hands .Teacher says "Do models clap hands |over.hand wrist . f6rearm elbows “~assistance
0 this". Models re- ' | physical physical physical
. sponse and immedi- assistance assistance assistance W - ‘
p . .lately proyides “
\ physical assistance Reduce amount’ of physical assistance e
AR . ; < ~ 4 > —— -
Spoon feeding~wt\\\\\~2hz§ical assistance ;" Plate of fodd and Assist Assist Asside Assist ~ No
o ' - ﬂ% ' spoon leifner to  learner to learnmer to learner to  Assistance
= e . scoop .food  scoop’food  scoop food scoop food
i Yy { bring spoon bring spoon bring’ foo —_
- , - i ito--1lips to 3 inches to 12 inthes .
) : K o - i / _ from lips  from lips
3 " " x; - E . , Reduce physical assistance - /
' : ' * \ - . 3 .
. oL . P Y o . ,
Spoon feeding Physical assistance Plate of food and |Provide “ Provde - Provide .- Touéh elbow No.
‘ . . 4 ” * | spoon” , ~hand ovet hand over ~ hand over ™ to, provide Asgistance
) I , & hand~ wrist forearm assigtance .- o
- ) > ! 3 assistance assistance assistance ) .
. ‘ t 1 O . A —
% A ?p . . ler Reduce physical aésistance . B
SREN . . ) Y M s ~
" Comprehension of the | Gesture point, The ,,Teacher says "point <:> E;] [:] (:) Qk’(:) E:] _i] <:> {:J , (:)
word "square', A teacher points to to square" . - '
. ‘circle ard a sguare. } the correct item. . ol Teacher ' Teacher \s Teacher Teacher No gesture
are presented and - . ! ) togches ‘points points to- points in cue
therlearner is asked <y ' square - behind wards middle middle of
.+ to point to the oL R . square sof dircle’ circle
square. ' 4o s ! and square and square
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CHART 9 :Continued «

seconds

»

Time Delay . . . C e ¢ ° - T
. : ' x < | Coes LY ‘ ! -
"Sk111/Task - Prompt Cue to Respond . i . - Prompt Reduction Sequence ’ ‘ . .
- P e e etme g e e e e A e -T—- fiad = ..':' - L
o - o ) , ) '
‘Labeling sight Model --the - "What is this The teachet ' The teacher The teacher Continue ‘The teacher
words on flash- | ‘teacher says word" says "What ° _says "What - says "What increasing says "What is
cards s { "This is the is this word™, 19" this*word": 1is this word" the tide this" and the
. i ! word "o “|and immedi- _ and waits 1 and waits 2 ' delay in earner re-
§ ate!.y models second before seconds befere iné¢rements , onds prior
} 3 . . the correct modeling’ the modeling the of 1 second to the model
° i .., \ response correct re- ' correct re- until the’ » 7
! , . syonse sponse time delay- -
, - ’ . v . is a maxi- o :
- .7 e . ‘- . mum of 5 *
g ; . o . seconds
. : ) ! ) ' . ~v - - . *
‘Imftate teacher ; Physical i Teacher says The teacher The teacher .  The teacher _ Contimue ~ % The teacher
.clapping hands : assistance "Do this" and says "Do . s:eys "do says "Do this'™ ‘increasing says "Do this" -
v models clapping |this", models tﬁis‘". ‘Models Models the the time and models
X g ’ . : ! hands the response the response response and ‘delay in clapping and.
. } ~jand immedi~ and vmfgts 1 waits 2 seconds increments® . the learner
- . ately physi- second before before provid— ,of 1 second responds prior:’
2 o cally assists providing ing physical until the _to -being pro-~
< the learner physical agsistance - time delay. ., " vided physical’
. - . X { ¢ ° assistance. ‘ is a maxi-  assistance
. - - "mim of 5 '
- N o ) ' seconds
Comprehension of | Match o sample | Teacher says The teacher - The teache? ©  The teacher Continue ° . The  teacher
the:word "square’ promp{ A square| "Show me square"|says "Show me * says "Show me says "Show me increasing says "'Show
A*square and a is held up over , squarg' and square" and square' and the time me square'
¢ircle are pre- the circle/square immediately waits 1 second waits 2 seconds delay in and the ™
sented and* the " | and the learner | |presents the  before pre- before present- increments learner re-
1earner ig asked {Ocan use the - - match to senting the ing the match of 1 second’ sponds prior
to- MShow*me match -to sample sagnpﬁ?e cue, match' to sample to sample cue . until the to heing pro-
quare" - cue to determine| - cue °. . ~  time delay - vided 'the
3 T SRR T *I- the correct ) is a maxi- match to -
»4 L, "resp%nse W it > ! _ 7 mum' of 5 sample cue ot
by el - . o ° At ) { U .




0 -
- * . = .9 . \\
o - i . - &‘%‘\.
v ) ¢ ?
T s done to e11m1nate the prompt as quickly as pdss1b1e in order to reduce
the poss1b111ty of 1earners becom1ng dependent upon the prompt. = .
- ° . . ‘. = ¢ . , ‘. N .

~ . ¢ .

ted 1n Chart 11 may be used to ‘translate a prompt re- -

- - The forma\\de i

duct1on procedure into an 1nst

ion program. As depicted in Chart 11, the

-, prompt reduct1on,sequence is articulated in e\gnteoede:: event column of
‘an instructional'program format. Definitions\of\the cor ct\responses go 1n
‘the correcs response co]umﬁ and the conseQuences for correct responses are

delineated in the subsequent event column. The subsequent event column also -

fart1cu1ates when to procede to the next prompt n’ uct1on step o R T

(Y . . T

I3 &\ - . . ' /
]
. v :@ - d LR,
]/( . \ -
. . Error responses are defined in the error responSe column .and the conse- ’
~ Ay - ﬁ

quence for an error response is de]vneated in thewsubsequent event column. As

< »111ustrated in Chart-}i;7if the fu]] prompt does not. almost 1mmed1ate1y produce

, ) S .
consigtent cprregt‘respond1ng, the prompt~must be increased or a dgfferent

' / R e S WV Y ?/

pronpt must ‘be emp]qyed&"kf thg prompt oes not contrgl sk111 performance, it

will’ not be. possible to transferhgontrol from the prompt’ to the des1red condi-

« - tions. The subsequent event co1umn also art1cu1ates when to go back to the .
prevdous step. If, in progress1ng from one step to the next, errors occurs, >

. then the pnampt 1eve1 may have been reduced too abrupt]y and additional prac- - v

o t1ce on the prev1ous step may remed1ate the’ prob]em, ' , A

-

L If errors continue to occur when, for example, - progress1ng fr.om step 4 to
A . % e ,
step 5 of a _prompt reduct1on sequence, the problem may be that the prompt was’

¥, L ¢ -

» + \( ¢
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: CHART 10 . -
- : i - Example of Gradual Prompt Reduction ° !
Al .'. ' s o > e T
v OBJECTIVE. . ) .
s o S//é/;dition _ Behavior ®  Criterion \
g . ° ) - ’ . ‘ 3
Te Given a lined sheet of the learner will with appropriate- strokes
X paper, a pencil and print a d on 9 out of 10 occasions
«agked to "print a d" ' - . across two sessions
el I I it T e L
- Changing Conditions Behavior Criterion -. -
. . > 2 i -
N -1, Given a 1lined. sheeti of Same . with appropriate strokes -
" paper, a visual prompt N\ oo : on 4 out of 5 occasions
‘.. - to trace v L -
' K. T v . s, 7 e
- Ot )
o K4 . - - ' ) *
10 dots ° o VLY A . ° .o
and asked to "print a d" S . T ; .
: e ‘ ) o : 2> 4?:\- ¢ .
. 2. Same as step 1 but same ve et .+~ Game ., Y
. - visual prompt reduced C/ ' - °f . — '
: 6:* . N * hd S, . ’
w S Y . v . .
i k! J . ) ~. N w -
" ‘, I.O,Ido‘ts . ¢ N
‘ ¢ * ) - . *
\ 3.. Same as step 2 but same - . same : ’ .
. . v - -
' ~~ -visual prom\Pt reduced . . s,
hand o ?
N \—".' T \‘\‘t . ‘I~'. \ { - :
LN ~ . . . V ) *
) N 10 a.bt8~ . coo . :
k4 N 3 - _ - L 4 «
» . - N .- - - 1 Al
4, Same as step'3 but \ same ’ sarie - .. . A
visual prompt réduced - . . .
DA \ : o T
A R 2N . -~
: R (g} N . N « . »
8 dots : ~ \ o ,
T . N - A . ' ' ' ) . \‘ :9 M §' / - -
; 5. Same as step 4 but same L, same ' N
- visual prompt reduced ; b . RN
R ' b q ) -
s o . . ’ / .
A : 6-dots . . ;_/ ST e - P E—
; —.6. Saiue a8 step 5 'but . sane same . . )
' visual prompt ‘reduced T .
‘ ., -~ ' - - -
v ' Y o\ a0 [ *
PR ~ 5 dots ) -
o » «
::.‘ . ' . "~ N
R & - ¢ .
~ % .- - - - N JUp—
AU AR ) :
,:_ \ ,.. . Py Y .
e 66 ¢ 1 ) F -
o v ‘ o
. e .’ . ' o ~ ¢ .
. i‘ ! - \ , = . h -
'Y e [y . d'- r3 . #




ey * Chart\0 (Continued)

3 Changing Conditions
‘i ~7. Same as step 6 but *
S visual pro?pt reduced '

. -

Behaviof

Y

same

. ¢ o I ’
N 5 4. dots ’
<@ .- %
@ 8. Same as step 7 butr ° - same' |
visual prompt reduced .
' ‘ a
N . | N X i -

. 3 dots ' ‘
, VoL « (°
@, 9. Same as step 8 but no N
> y - visual prompt
i

i 1 4
% . ,\ . . o
‘
” . [
.
h— Ay
. , .
L
L} < :
.
. »
A ]
L4
« - N >
< ° .
‘e :" &
. >
. e s
‘ ‘
. kS
:" ’ ~ 4~
. e .
. -1 .
e‘, ‘A“ "
L ’ s
.
.‘ -
-
® o .
. .
. - -3 -
A Y * P - A
. a\ “i « ' ‘
- . -~ ¢
N vy - -
«w N }
- - - R
. -
g . ¢ .
. 4 .
4 +
N / .
-5 ., . " »
.
.'"‘ v 4 ~
L .
~:’.«< .
:..,.....,.- e S R
S . . 4
. .
3 . . ’ ‘) .
. ° - V.
.
Lo . - - =
- . .« . -
\ N }
. ! . 1)
. [}
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C. . ~. -
A N .
N S e P 3
T .
HE ° <
'3.74\\-:\ s
LR ’ .
W . b A 67
@ 0
~ERIC - ' -
o . . . B . 2 -
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Cfi%erion

N same .

same >

with appropriate strokes
on 9.out of 10 occasions
across 4wo sessions

o
*
? .
s
—
t
»
« T
~
-
. .
N
°
+
I B
- Qb ~
.
- -
‘
~— -
-~
- 1
‘i
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F
.
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.
- *
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NN A o CHART 11 e : .
- S Sample .Prompt Reduction Program Format ‘
ge o o Skill, ~ ‘Prin ) . ‘
. > - . R , ' K , ¥ -
- Antecedent Event Ofrect Response Subsequent Event Error Response Subsequent Event
1. fJ; ) Prints Correct "d" . Reinforce and after' Incorrect "d" After 10 incorrect
A . 4 correct "d's", : .~ d's", increase C
¢ 70 to next step ° .l prompt level or -
. 4 switch to another
. prompt ’
" " " After three or more
: incorrect "d's" out
of 10, go back to
/ . previous step
"no 1" " " "
) ’
/ - - '
1" ,“ 4 n " 1" >
" n - o 1"
v ¢ *
" " ¢ " ’ "
- ". - [ L " " E&)
. o~ - ¢ a
1 \ - R
SR \ N : : . ke
[}] " * " 1"
o v < N ' \
"o { Reinforce and after 9 L S "oy
. out of 10 correct re- ’ ' ,
< ~ . Sponses across two sessions, ° e
®.. . & endpr@ram. . @ - . @ .0 ®




i
.

’reduced too quick]y For examp]e, in the pr1nt1ng program _in Chart 11 ?he

vy
-letter "d“ was v1sua11y prompted by 8 dots in step 4 IF‘ when progress1ng

&t e i

/from step 4 to 5, theglearner s;n51stent1y made errors on stEp 5 a smaller

. prampt reduction step cou]d be 1nc1uded between the steps e ;‘g. ,
. R > .‘( - o . - .l: LS )
Y . RN . : 7
. ~ ; - Step 4: e s - Y8 ’ S 3
A Lt 8 dots ' . Y

- - - N )
T step s ™.
> Ld > Y N 6 dOt\S\ -
Time Delay ™7 e \\\\\ ~ -t ./

As prev1ous1y art1cu1ated 2 time de]ay procedure may a]so be employed to
. systemat1ca11y eliminate prompts. A time delay prpcedure 1\\ol\es immediately
' prompt1ng skiil performance after the cue to respond The time deTay between
the cue to@Fespond and the prompt is 1ncreased n 1ncrements of one secol d:
When the Jearner cons1stent1y responds correctly prior to_the prompt, it has *
been e11m1nated “The f]ashcard.readxng examp]e in Chart 12 11]ustrates how
.a t1me de]ay procedure may. bg used to change condltjdns lnas\all steps to

B transfer contro] from the prompt to the des1red cohd§t1ons

3

ﬁany learners w;T] respond prior to the response prompt before a 5~ ségo,d




o

b
¢
e

o

*1' 5, Same as step 1 except

- < o . CHART 12
& ’ . Sample Time Delay Procedure \ .
) ! i ' . - r [}
OBJECTIVE : ] (
Cond?%ion Behavior Criterion

When the teacher alter-
" nately presents three
flashcard words and
says "What is this
word?" | .

;Changiné Conditions”

‘'The teacher alternately.
holds the-three flash-
cards and says 'What is
this word?" and then
immediately says
*(rigdels) the correct
response = ° .

Same as step 1 except the
teacher presents the -
model one s&tond after
the cue to respond ..
Same as step 1 except
the teacher presents the
, model two seconds after
.the cue to réSpknd

\) ", . .
4. Same as step 1 except .
the teacher presents the
model three seconds after !
the cue to respond .

R

A

v .o

the teacher presents the
. model four seconds after
the cue‘to nespond
Qﬁ Same as step 1 except '
the teacher presents. the. .
model, five seconds after
“the cue to resgond

< b
the learner will read
the flashcards .

-corfédtly within five
seconds on nine ogt’of
ten trials across two
consecutive sessions

‘o ' Criterion .

correctly on two
consecutive occassions T e

same . oY

correctly within five
. seconds on nine out of)
ten trials across twi
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2/ teaching/]eérning procedu;es of last resort

' | | /\/ .

The format dep1cted in Chart 13 may be used to trans]ate a time de1ay

procedure into an 1nstruct1ona1 prOgram As.111ustrated in Chant 13, the

time delay is successively increesed and the criterija for progressing from one

time delay to another is artigu]ated. If learners do not respond correctly in

' ‘the first step of the time delay, the prompt doés not contro~the response and
e1ther a different prompt must be se]ected or the 1earner taught to consistent-

1y respond to the prompts pr1or to ont1nu1ng the de]ay procedure

PR

Although small step prompt reduction and time delay are very powerful

/

\
Smaltl _step prompt reduction has 7

-
s

thesobvious disadvantage of requ1r1ng s1gn1f1cant time and resources to des1gn

<

and: construct the mater1a1s necessary to e11m1nate prompts in small ;teps Both

small’ step=prompt reduction. énd time delay typ1ca11y result in 1earners acquir-

* ing skills and making fE;;;; no errors in the skill acquisiti?n process. How-

ever, an importg@t part of learning is learning to detect and correct !'Fors.‘
- . . V * ‘ l:
We all make errors and learners'who are nbt allowed to make errors and taught

" how to detect and correct errors can be at a significent disadvantage.

It is not possible to proviﬂe specific ‘quidetines on when tg use_instruc-

tiongl/prompts, correction prompts, or time elay..
" 'tHumb, it is-reasonable to first try the proceduré which is the easiest o

imp]ement and the Teast intensive: for ekamp]e, first attempt to teach the

sk111 through correction prompts or instructional prompts; if they are not

effective, sw1tch to e1ther sma]] step.- prompt reduction or time delay. )
To summar1ze, chang)ng cond1t1ons/nn sm;11 steps 1nvo]ves transfer1ng

’ control af a skill from a prompt which-.already controls sk111 performance to

-

71*‘18

t ’ -
. .

However, as a’rule of ‘

.l‘ .
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-~ Skills

Antecedent Events

CHART 13

b y >
Sample Tim@-Delay Program Format

T~

Sight words - flashcard reading ~

Correct Response

-

Subsequent Event

.

7 k' I’

Error Response

Subsequent Event

1, The teacher alternately holds

_ - + up three flashcards, says
: "What is this word" and immedi-
“ately says gmodels) the correct

response. .
\ . .

2%

Learner says the
correct word,

Reinforce after three
consecutive correct
responses. Proceed
to next sgtep. -

Learner _dges not
respond.

»

Change the.proquﬂ
or reinforcer

.
B

2\\Ssme as step 1 but with a one
. secoed time ?ay

.

After two consecutive-

errors, go back to
previous step

>

MK
'3, Same as step 1 but with a two
second tiff® delay

.

« |»

~ '\’ ) - - - - - ) v Py
‘. 4. Same as steb 1"but with a o T . " " .oon -
three -second time delay - . I
. - ¢ ¢ -

~ L e " ’

' 5.-Same as step 1 but with a four . " " .oo" " .
second time delay v N
. ' 7 «

‘. “ ’ g . - " 1" . " g " -
- 6, Same as step 1 but with a five " 3 - ) Pl .
;;Q second';ime>§elay ‘ ) . o

. - o i N

" d :\» E- 4 & o
o ‘ - h\ .
L, ’ . SN
. ey ' o/ : N . .

.- iJ ) ) ) < ' - T
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X, s

the desired conditions. .In order to use changing conditions in small sfeps\\‘

strategy,'there must be a'b(ompt which consistently'evakes the performance

of the skill. As will be dichsséd in detail later, a combination 6f changin@ia"
conditjons and behavior in small steps ‘procedure can*be gmp]oyed to'pcpgréss

in even smaMer steps from skills an ihdividua] can perform‘tdhthe perfonmqgce

of the desired skills. A topic which should be addreé%ed prior to deigfibing’ >

1

| . .
this proceduyre i;\Prompt selection. R ;
. i_, - . o

ﬁrompt Selection

from which to choose. At least three factors should be agtended to in’prompt\

selection: a) the prompt shouid consistent]yaevoké the &esired response; b)‘

the prunpt_shod]d be as unoBt;usive as possible; and c) the prompt shouﬁQ\be:

as instructionally convenient as possible. Obviousiy, tﬂé primary criterion

for prompt selection is that the prompt must consfstent]y evoke the desired
2 Cskilll v | ‘ '

AP
)

B

Promp¥s may be éonceptua1ized as existing in a hierarchy of.-l'east intru-

sive to most intrusive.” Figure 6 i]]ust(ates the notion, of a prompt hierarcﬁy. Qe
As depicted in Figure 6, physical assistance_is the most intrusive prompthéggl
cues wﬁich control the jor. in the‘natsf;:\;;;;;;;;;;E\EFé"the feast in- . 'a
trusive. ’Qggféﬁifﬁz;fifjtructioh sh3u1g[be t° progress‘tovlsfs inthusiyégprompts
over Qime. It jﬁ‘ﬁdt possible to pres#sely rank the intrusivenest of all‘prompts.
For instance,’ it is difficilt to determine if a gestural, model, ér‘highlightinq

prompt is more intrusivé, However, the basic notion is-to select the least

A

intrusive prompt which consistently evokes the skill of concern. 3




N?tural Cue \\;i
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}_ o

LN
- xver‘gal Gue "~

T\“\\ﬁ\ﬁesture Cue oo

v
- "a," ,
>7 N
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. Model .+
. o
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<
o

. .d
High]ighting-Cue'f

i Partial Phys1ca1
N, Assistance

. -Full Physical
~As§istance




Pald
An es§ent1a1 cons1derat1on in prompt se1ect1on is 1nstrUct1ona1¢con— “.
L { \4 o
venience. As used > 1nstruct1ona1 conven1ence refers to "how eff1c1ent1y

Q-

the prompts can be used nstructional porposes For 1nstance, *learners.

could be taught to ‘print py prOV1d1ng them with hand-ove?/hand phys1caﬂ assist: -""

¥
.eance and then gradua]]y e11mJnatTng 1t However physiéal assttanpe is very

<

1ntrus1ve and requ1res that 1earners be prov1ded one-to- one 1nstruct1on

Thus a1though phys1ca1 assistance may cons1stent1y evoke’ the. sk111 of concern,

o

it wou1d not bé the pranpa of f1rstJnho1ce It wou]d be mdre 1nstruct1ona11y‘
conven1ent to teach pr1nt1ng through commerc1a11y available workbooks wh1ch'.
prOV1de dots to prompt pr1nt1ng and therr systemat1ca11y ellmlnate the dots .ﬂ: f
- A prob]em~frequent1y encountered 1n’1nstructrng’hard//: teach 1eardprs

'Ts that they often do not read11y 1earn from 1nstruct1ona11y conven1ent prompts

'*‘d'" [ ] o IF

upst c1assroom instruction 1s accomp11she through 1nstruct1ona11y conven1ent

verbal cues, ‘reading wr1tten cuesy and models. Indeed most 1nstruct1on in

3

nonclassroom envwronments ut111zes*these prompts For example, a superV1sor

$
tra1n1ng a new Emp1oyee will typ1ca11y e1ther verba]]y descr1be' provide written

1nstruct1ons and/or mode] the job and then expect the tra1nee to- perform ‘with

minimal correct1ona1 feedback. Learners should more. eff1c1enf1y acquire new .'

-

sk111s in schoo] and nohschoo] envlronments 1f they can acqujre sk111s through

) ‘\ .

1nstruct1ona11y conven1ent prompts. ﬁe shou]d set. two goa]s f&? d1ff1cu1t to
' teach 1earner5' a) to teach them relev. o¢ “skills, and b) to teach them tb J .
Tearn from 1nstruc¥1ona11y cdnven1ent‘prompts. - o; ". -:f_,
';; -4Chart t4 prov1des seyera] thmp]es of trans;%rr1ng cOntrol of a~sk111 from
prompts ‘which already‘tonslstently contro] a skill to 1 struct1ona11y COﬂVengent
._.prompts. As 111ustrated 1n Chart 14” _the pranpt reduct1on or t1me devay strate-~

) ~g1es may be.employed to br1ng performance offp sk]]] under the contro] of 1n- .
y ‘

3 struch a?’iy convement prompt
Vi »

[ hd

58
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* Bringing Skﬂ&l ?g?formance Under the

- -
‘ Lt Control of Instruqtlonally Convenient Prompts -
. - \‘ * . /’ -
. - - Prompt which Instructionally |} v
- LR .- cénsistently - convenient Transfer of . & ™~ .
. Skill - . evokes skidls * | prompt ; control stp%tegy '
3 L - . . . L
O Co f '
o Print letters Physical ;5 . Qgtted lines . Use prompt reduc-
= . assistance s o ¢ tion to transfer
) : . ) : . I : o, | coritrol from
, A e » ~ + physical a331stance
: ' - © . N .2 to dots\ B
. L T R . ‘. '- . : _ - n
. 2. e B P --% .b 3 . Dt
| — ~— Reading 1, Model sound-*"' Soundlng out Use a‘tlme delay .
phonetum]]y ing out word -unknown’ words procedure %o -t
e -+ _regula¥ words |« (e.g.,mmmaann) without a model , ! transfer control
. " and theny prompt .. "} from,a model to
- .S s vsaylng it fast. ! the presefide of .
I i . . i ..~} an unknown.word
- s 20 - .. \ ._: . - . i ) L t :
. 42 ':’* ; : 2& - O a
« < Dressing .. . Phy31cal Model - .. 1 Use' a timedelay .
R . - . Aa331stance Y { Or prompt réduc-
- ¢ X o . /f » | tion progedure to.
. e T - . % transfér control
L0 . E - oo . f i of the motor
L .o . h ) /i i ? movements 1nvolvedh
T o , y 1 in dressing from ,
- - - . . . ia phy31cal S
‘ > . ‘ y 3;a331stance to a ..
Y ’ . i .0 ) i mQedel .prompt . e
n’\} A\ -
s Pl “
. A e
 d A
i
“ %
r %
“w
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It"tannot be overemphasized that prior to usina instructionaIQy convenient

¢
prompts we must first assess 1earners to insure that 1nsﬁruct1ona11y convenient -

[

prompts cons1stent1y evoke,the 'skill of concern.

a

If an 1nstruct1ona11y con-

‘« - H

veh1ent prompt does.not*tons1stent11‘evoke the//;111 then

we mist ¢ either USE~w~**‘;'i—#;:
; - . a, 1egsﬂlnstruet%ona}1y'c0nven%§§; prombi‘53875§*£;;ch the learnegs to consistent- _ .‘
e 1j§respond cornegt]y to the 1nstrycf//na11y convenwent.prompt T i ; -
- Typ1ca11y, assessments of’]earners are pr1mar11y conoerned aith what skills T

they do and do not per A]though such assESsments prOV1de educat10na11y

7’
ré]evant 1nfonmat}on for p1npo1nt1ng what sk111s 1earners shou]d be: taught

T

v they do not 0V1de 1nformat1on on how to teach the sk111s. Once sk11]s 1earners \\5;\
j . shou]d e°taught are p1npo1nted‘ a secono 1eve1 of(assessment\should be. -per- T

. fe nmﬂ tq determfhe what prompts can~be emp]oyed to teach the sk111s. © v

. v . ‘Chang1ng Behayiors in Small Steps B p _ .

, ‘ . .
4 PR -

=7, ]

As prev1ous]y art1ou1ated, small step tra1n1ng can also be accompPﬁshed ¢

-

+ L,
by chang g behav1ors in smal] steps. Chart;1§ dePrtts ﬁow seﬁected sk1115 Can ey
LT . ‘

. 51'5-?- . ~e . ' R ) .\," )
,‘ Y T“-“‘./ . . 2 h‘"!' r ‘\x | d . <« . . ‘.‘“\ ;
’:.. " . p , ' " - i , v’? L lf:'v'v,““'w"*'* -
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e LT A A A e
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s Thg def1nat1on of ar skfli or behaV1or is arb1tgpry. For examp]e, thé5 L e
? o . . "«/ ) ‘ t ‘
aqglity to ﬁ//g car Fan be,cdns1dengo one sk110z However ‘th1s sk111 caQ be S
N > e e %

bnoken 1nto nu eroys s bsk1]1s such as: startang, stopp1ng, sh1$t?ng; park)ng, .

"‘ ! ﬁ» - . ”" \ - '.:J'-_
‘“‘and backing'up. va1'us]§; each of the subsk 11 af be brdken 1nto further '
: . YN e L
subsk1]1s., For 1nst hce//starting\nnvﬁlves putt1ng the Key 1nto the 1gﬁ1t1on, }é} _*f
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' ' : CHART. 15 \ -
" Breaking Selected Behaviors into Small Steps ¥\
- . { o Ty v \\ b \
. : ‘ 3 ] "
A. ) & ’
y - . . * \. ) ’ . A- - N ’
Rehavior Read 90 Survival Words Trace letters of Alphabet |Read Second Grade Basal.Reader
A ~ . ¢, B . [ T .
Small -steps 1.,  Read 10 survival words |{l. Trace — .//(f/ 1. Read preprimer |
) + | 2, Read 20 survival words | 2. Trace l 2., Read 1st book of. lst grade
[ * | 3. Kead 30. survival words | 3. Trace, C - reader .
. » L U s : >
.\ . ) 4. Trace - . . :
. E% IR pes 5. Trace 3 letters . "
ﬁ%» LA : . | 6. Trace € letters - : )
Co 7ﬁgiggggélﬂﬂqu;vivalAwordsf A O 6. Read 15t book of second :
— " ‘*‘f'“A X © e st . ‘ grdde' reader
. 'i g’ ., N . ¢ . . ‘
L e \ : 12, Trate 26 letters” * . v
el 4 ‘(q" —--_—_§—- —--#&-t——- » N _ .
. N . i . N . N’ s T‘f
" Behavior - Count to 100 . < ‘Put on Hat Imitate 21 Functional Motor'
ML bl : 1. o Movements
_ g S A : — ‘
Small Qteps «{ 1. Count to 10 1. Pick up hat ~ | 1. Imitate 3 movements

2. Count to 20 .,

. e
et
10. Count.td 100

v

2. ‘Open hat
3. Place on head

4, Pull down on head

.
PN

’

.2. Imitate 6 movements

3. Imitate 9 movements

4 Almitate 12 movemehts
C e .

gl ] ?
. . 0y

7._Imit§$e 21 movements
. \ o

4

- o ——— -

v

v

Janiteral -~ Clean bathrgonﬁMake change for a dbllar

»d

Roli‘over back\\F séomach

5 “{~1.. Glean sink

“e

f\‘CIean Mirror -\

1. Count by ones -to_ 100

2, Count pennies )

r

1’ Reaches across, body with
“one arms

. e ~3. thh floors . R 3. Count by fives ;| 2. Turns head to the same -
’ ‘ N e . + '} 4. Count nickels -7 yu€*§ .
S Y . . Ay . . Plexeg top lag up ar_?,
. A N across Bde -,
" ‘ c o %ﬂ) Change toilet, paper Coet ‘14, Rolls onto side L -
, \ - .. - ‘«70. Make change for a 5. Rolls onto stomach
Yoo, o . f>\~dollar ‘f‘ . 6+ Frees arms - o
. . PR 3 *
2. - e ) . o 4 - PN ‘ ‘ - . { \) . . ..
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. putting the car in park, turning the key, stepping(on the accelerator, etc.

. . N . ¢ ‘-
We sha]].ref’ Ao the process of breaking s§<1’11s ins small subskill's as compo-

.nent analysis. Once a skj]f has been broken into subski]]s;.they'can be se-

quenced from eas} to\hard or_from'simple ta complex to form-a skill sequence:
L 2 L . N L.
L4 The power of a 'skill sequence approach is 'that skills or behaviogs can

.‘be broken into very smafﬂ'teachable units. A skill sequence is similar to a
. Lo 9 @
.L' number 11ne in that a subsk111 (number) can usua]]) be insgrted-between any

i

two subsk111s (numbers) As a ru]e of thumb the more hanﬁﬂcgqped the 1earner,

the. f1ner the breakdown of sk111s w1th1n the sequence must be to facilitate

~ Al \

eff1c1ent 1earn1nq.,‘There are at least three bases for component skill ana1ysis:

-

a) curriculum, +b) group1ng, and c) task analysis

4

A curr1cu1um basis for component sk111s ana1}s1s involves us1ng the skill

sequences that are. the bas1s of commerc1a]1y available curricula. Aost com-

mercial read1ng; math, 1anguage/commun1cat1on motor se]f-care, etc. curr1cu-“
< ~

la specwfy 1n what order the sk11ls.w111 be assessed and taught The f1rst
step in perform1ng a component'ana1ys1s is to rev1ew available curr1cu1a to
_ascerta1n hoW’the sk1115,xre sequenced,gand 1f the sk111 sequence meets the

needs of indqvidua) learners. If it does, use the skill sequence. Ski]] se-

'!

quences d 3 ieaied
F

i
appropr1ate framework for assessfng and ins structing handicapped 1earners. How-

) ever the skf]]s in. the'sequence are typi a11y not broken into sma]] enough

¢

subsk111s to, make them max1ma11y effect1ve w1th hand1capped 1earners. As il-
\

~ tustrated - 1n Chart 16, the. sk111s w1th1n the sequence may be broken ;nto fur-

ther subsk111s




-1CHART 16

. . L, '
Farther. Skjill Breakdown of Skills

Fram‘a‘Hypothetical Curriculum

s

&,

- ¥ .

Labels Short Vowel Sounds

(a,e,i i,o,u)

Bréakdown-

1
s

Counts .to
Counts to
Counts to
Counts to
Counts tg'

.
Al

Labels 'a'!

- Labels 'e!

Labels 'a'
.Labels ‘"i!
Labels 'g'

Labels 'a' ,'e',?

- .
2>

Phongtically

.Sound Out CVC

(consqnant vowel
\\cohsonant) words

L 4 . .
\Fats With Spoon

N ]

~
AN

ot
A

1. é\ﬁﬁas out’ Ve

' (vowel consonant)
‘words .
2. Sounds rout CV
. (consonant’ vows l\
, words -

‘3. S nds out CV¢

§
+—
!
:

Ea'Es finger %ds

Holds speon Y.
Brlngs food from lips 1nto
mouth: ..

Brikgs food from w;thln 3"
of mouth into mouth >

Brings food from 1" of mouth,

_into mouth - .

“&coops, ,food anq puts into - o
mouth . .

T
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Although the skill sequences for‘nonhandicappeg 1earners encompassed
by~commercia11h avai]abTe curricula are genera]]y appropriate foi!handicapped

. 1earners, the éurrijcula are typ1ca1]y not max1ma11y effective wit hand1capped

+

“% learners for at least three reasons: ‘a) they are not broken into f1ne/ enough

sequences of subskills, b}, they do -not teach sk111s to an acceptable criterion *
'prlor to advanc1ng to 1nstruct1on on the next skitl, and “c) they may usé in--
struct1ona1\prom5ts such as wr1tten cues and comp]ex models wh1ch may’not con-
sistently evoke correct sk111 performance by handicapped 1earners.

i Typica11y, commercially avai]able curricula _except for a few'developed

for hand1capped 1earnens, are 1esson based, 1nstead‘ofﬁjr1ter1on-based For

.

: examp]e, a curriculum mdy have s1x lessons (cons1st1ng of six dr11ls and e1ght )
" workbook pages) on consonent-vowe]«consonent (cvc) words or three 1essons
(cons1st1ng ten dr111s) on count1ng to ten. - After comp]eiﬁng the 1essons, -

the iearners advance to the next sk111 in" the. sequence - Some 1earners who ’

s

‘have not acqu1red e sk111 will” advance after SO many 1essons JUSt because
/the cUrr1cu1um prov1des for no more 1essons or- pract1ce on the sk111 Such

J - 1earners w111 fall further and’ further beh1nd because/the éurrwculum(does not
. requ1re and tedch 1earners to meet an acceptab]e cr1tet1on prior. to advanc1ng

tg,another sk111 The curr1cu1um has programmed certa1n 1earners to fail. Such

\

|
9urr1cu1a seem1ng1y create hand1capped “earners through not : insuring that a]i

- ‘v

°

1earners chu1re speof?1c sk111s prior to advanc1ng to the next skilT in the '

.

3

sequence o .' A . .'5 : 2 v o

‘ . . . » . ‘- . . ~

‘;f”' Task ana1ys1s!qs a process-wh1ch can be emp]oyed to develop and adapt skiTl
f .

‘sequencésf\:;;Lor to perform1ng a, task ana1ys1s an educat1ona1 obJectTve must -

. 3 he formulaté Once’the educat1ona1 obaegt'nve has' bEen for—‘mu]ate! task

L’ 41ys1s may be used to‘der1ve the component skills involved in the educat1 nal .
Zaectfye A task analys1s may bzrﬁccompiished by ¥ev1ew1ng how avallab1e

. N e .
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. curricula®reak down the skill.of concern, perforpinp the skil and/or observ-

-

ing ‘someone else performing the skill and carefully noting. the sequence of .

‘e
o

steps 1nvo1ved and/for repeatedT'— I?ng the question "what skills ar\i 31red
to accomp11sh this task’" unt11 no more subsk111s can be. der1ved 4Chart 16

111ustrated how selected skiils could be broken down through the process of ‘ o ]
v v - .us s

task ana1ys1s ’ - . R =_' : i -

’ o w7

‘ Grouping is a component ana1ys1s strategy wh1ch 1nvo1ves d1V1d1ng 1arg§
blocks: of behaviors 1nto small un1ts to make: them eas1er to teach and 1earn‘
, A1l of us can probab]y remember hav1ng to memorize poetry 1n schoo] A common e e .

strategy- for memor1z1ng poetry “is to break the poem 1nto un1ts and to memowize
_ one unit at a’ time. Poems can“tvpﬁca]]y be broken 1nto lines or stanzas P
4 - > " o, :, 2,
Four stra;eg1es for memorizing a poem “are 111ustrated in Chart’17. . .
¢ . L ~ -

-, ~ :5 L

-
4
. N .
- ' . Py .
- N an
‘
.

ot
L
—r

.
- . o -

4 .« As depict in Chart 17 ; poems can be broken 'into very sma’] units to

fac111tate memo 42at1on.p Highly skilled 1nd1v1dua1s -can 1earn th1ngs presented

n %

" n Iarge udite Typ1ca11y, the more hand1capped a learner is, ‘the sma11er the

l 4

units have to be There are 1nnumerab1e ways to break uehav1ors into sma]]%

groups for 1nstruct1ona1 purposes. Chart 18 111ustrates a few ways There- 1s

no conc]us1ve ev1denée wh1ap indicates that one method of group1ng behav1or 1s }é

’ _more ejiect]ve than another. However, as a rule of. thumb the more difficult

to teach the€1earner-is; the éma]]er the droups should be! ) :

<
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When fe change be&av1ors 1nssmakl steps, the cond1tTpns typ1ca11y have ] .
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. CHART 17

"“Four Selected Strategies for Meﬁprizing a Poem

Strategy A

& -

v

,
-5

. '. ., .

Strategy B

- as - e

1.

Memorize 1lst line’

-

Memdrize 2nd line

Practic¢e 1lst and
'2nd’ llnes .

Memorlze 3rd llne.

Practice J.s"t s
and 3rd lines

«Longtinue until Y
-the enti poem
és-mzmorijgd X

BN

/!

. - *
l. Memorize 1lst line

2. Practice.lst rane

Y the 2nd line

é. Practice *1st and
2nd llnes while
.memorlzang the

. 3rd dine

Continue until
the enntire poem

Lo is memorlzed

*while memorlzlng.

.8

ns e tmp e Ao

Straf@gy C

1. Memorlze the lsx
stanza’ .
1}
Memorize the 2nd
. stanza

ractice thk 1st
and 2nd stanmzas

‘Memorize -the 3rd
stanza i
Praptlce the 1st,
and and’ 3rd
stanzas {

L 4

>

s *
.
A

Continue until the

enggre poem is
memorized ?
.

PO N
* ‘;:.‘Ql

i
A
4
!
{
¢

e . |
Strategy-D )

l Memorlze‘the lst
stanza

Practice the, 1st
stanza whkle
memorizing the 2nd.
stanza y

2.

¢ 3. Practlce the 1st,
and 2nd stafzas
while memorizin

RWhe 3rd stanza

. ¥

. Continue ‘'until the
entire poem~is
. memorlzed
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Behavior:

Forty Basic Math

Behavior:

L 3

»

CHART 18‘

~. . ’

Breaking Selected Behaviors into Small Sroups

2 ¢

3

Toothbrushing (1. pick up toothbrush; 2.

ck up tooth paste;

LN Facts . 3. put toothpaste on brush:... 20, put toot@?rush apd paste away)
.- ""'"H’-‘.:" K - . T g
Strategy A Strategy B Strategy A . Strategy B ,_—| Strategy C Strategy D

Teach lst fae\\\/

_Teach 2nd fact d
Practice lst and
2nd fact

e .Teach 3rd fact
"+"5. Practice lst, 2nd
* ° ‘and 3rd fact-

.
Al

¢ .
©
‘>

Continue' until al
‘math facts ar

1

,ﬁ"-?‘ 3. Count by

Behavior. Making change for a dollar (1.
: -,. . . Count by ones; 2. Count _.pennies;

1. Teach lst fiveA
math facts

" Practice lst
five facts whilé
teaching 2nd
£five. .
Praectice lst

Continue unt{l
all math-facts
are .learned

LR LR o P PRI S §

fives .. to make- . |i*

. change. for a dollar) ) ‘

1. Tezch Step 1

2, Te

"’ Continue until
all steps are

KA (8 ﬁeach Step 1 1 1. Teach lst fives
f? 2.: Teach ‘Step 2 while ~ gteps .
‘" 4 practicing Step 'l | 2. Teach 2nd-five
‘3., Teach Step 3 while steps while - .
R practicing Steps. practicing Ist |{; .
. J &2° | .five -
": " . Continué until all|  Continue tmtil
.’ . steps are legrhed all steps are
e " .}~ learned {
. N
. “/

learned

ch Step 2
3. Practice St

’//gacﬁfist/step

Require 1lst step
be performed be-

. Teach lst fiye

steps

Teach 2nd five

1. Teach all steps

(4
concurrently but

provide additional

N fore teaching " steps ~ practice on diffi-
second step 3. Practice lst ten cult steps
. . steps N R o
. . Teach 3td five < e
. ~ .|, steps
'Continue til "{5Practice ISt ~ . H
all steps, are fifteen steps g -
e %e learned LU <
.‘} s . . - ’ 1
p ° Continue urntil | .
. . all steps are ' LA
learned
4 - s el o et s + b st e o
s o
, i
i N 1 hat
h
0, ) !
. W
s
. . . . .. - .
\ it | :
£ 3 .
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to change. For example, when progressing from one'set'of addition facts to
another or from cleaning the sink to cleaning the floor, or from read1ng
LoV words to reading cvc words different task mater1a1s have to be présented

+ as we]] as d1fferent cues to respond When both cond1t1ons and behaviors are
\

cgﬂpged in sma]] steps, we hgve a mlxed paradigm.

Cha;g1ng Both Cond1t1ons and Behaviors 1n Sma]] Steps

Generally, 1t is advantageous to s1mu1taneous1y change both cond1t1ons
and'behav1ors in sma]] steps. An initial step~1n designing a direct instruc-
tional program is to define what uj]]lbe taught in observable, measurable
terms. That is, a behavioral objectiye is/formu1ated. ‘The behavioral objectjve

‘\defines what skill will be taught but does not define how to teach it:

Once a behavioral object;ue has been formulated, &omponent analysis can
be employed to break the skill into component parts and to generate a skill .
sequence which progressed in easy to hard or simple tolcomp]ex steps to the/ .
acqu1s1t1on of the objective. The skr]]mgequence or sequencé of small behav1or'
changes defines "what" to teach in which order to faci]ttate.learners obtaiﬁﬁng
~~the behavioraﬂeobjective. The sequence does not de1ineate how to teach the
sk111s, it on]y def1nes the oyder in which they W111 be taught . V2

After generat1ng the skill sequence a next step is to des1gn an 1nstruc-

t1ona1,pronpt and/or a corzect1on prompt_ procedure for teach1ng each step of

t 1nstruct10na1 d?ogram generated by’ th1s process

- the skeJ] sequence. A d1r

could be formu]ated as 1}4u$trated be]pw .

- ) |
Objective — -
i - @ L
Cond1t1ons Behavior: Cr1ter1on 2y
When g1ven ‘a sfieet  The lTearnér will Within one m1nute w1th
~ of lined pg “afd: print the letters 95% of. the Tepkers con-

asked to "print the | -, sidered accurate by. °
alphabet” \ 95  the teacher and learner.

|




o Component AnalysTs\\\~_/;/”. a7 . ’ )
o 1. Teach' the Tearner to pr1nt 3 1etters ‘n* . e
- ‘ 2. Teach the learner jo print. 3¢add1t1ona1 letters while
* practicing acquired Tettews. :
Teach the 1éarngr to print 3 additional 1etters while
* practicing acquired letters. v
, Teach' the learner to.print 3 add1t1ona1/,gt¢ers whiTe
. \ .practicing acquired Tetters. )
. .Teach the learner to print 3 additional 1etters while
pract1c1ng acquired Tetters.«<
Tedch'the learner to print 3 additignal Tetters while
- practicing acquired letters. l s
Teach the learner to print 3 additional letters wh$1&%™ gt
practicing acquired ‘letters.. .
Teach the learner to print 3 add1t1ona1 letters while

o >

o> w

\/
W 0O N oY O

practicing acquired letters. o
R Teach the Tearner to print 4 additional 1etters while °
> ., Yracticing,acquired letters. ]
£ ° N
Instructional Sequence r
! R Teach the 1earnEr to print 3 letters. : B &%
. ‘ + 1.1 Teach the learner_ to connect 9. dots which represent - £

| each letter.
1.2/ Teach the learner to connect 7 dots which represent LA
\ éach letter. '
° 1.3, Teach the learner to connect 5 dots which represent
Jf each letter. . , -
L~ 1.4 Teach the “learner to connects 3 dots wh1eh represent
. ’ eachsletter. .
) 1.5 Teach the learner to print the letters w1thout the -~ )
C aid of the dots. . : s

s

o © 2. Teach the 1earner’to printy3 add1t1ona1 1etters wh11e

. =practicing acquired letters. \ ' .
T ©2.1-.2.5 Fallow the same sequence)af steps as in, ¢ .,
w o . Step 1. Continue to add. add1t1ona1 1etters in

. the same mannér‘, ‘ ) . . g
p ) :_b ) B c e . PR

L | ’ ’ P ‘ % A " d

As 1nd1categ by the examp]e, a comb1nat1on of changing c0nd1t1onsgand |

t ‘o

cha\ngmg bekaviors in smaﬂ steps can 1ead to a very sma’ step 1nstruct1ona1

sequence Us1ng the procedures d1scussed prev1ous1y, the sequénce cou]d be -

°

ref1ned into even sma]]er step§%§nd a]ternat1ve prompts cou]d be. used s1ngu- )

larly or in comb1nat1on. Such smald step 1nstryct1ona1 sequences may. SEem

-~

', 1abor1ogs and extreme However they prOV1de an effect1ve means«oﬁ:s;ructur1ng

., %

' the educat1ona1 env1ronment for d1%f1cu1t to teacrngaanmers It must be re-
\ Cov L e 86
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'be gradua]]y 1ncrea§ed to an acceptab]e,leve1 . P s

I ' ’

emphas1zed that the employment of such’ sma]] step programming is genera]]y

’only necessary when typically used programming strategies have been demonstrated

to be ineffective.

Generatlng sma]] step programm1ng is made easier when curr1cu1a with such
sma]] step programmlng are adopted. When se1ect1ng curricula we should carefu]]y

assess if they provide for small step programm1ng and if-the prompts and pro-
gramm1ng thpy emp]ox//gn be readily modified to meet the needs of 1nd1v1dua1

.learners.’ As previously discussed, small step programm1ng can also be achieved

by'changing criteria in small steps.

Changing Criteria in Small Steps i ;

Learners are typically placed into special education programs because they

have nob exper1enced success and achievement in the "regu]ar" 1earn1ng .environ-

°

ment. For such 1edrners, school is often a negat1ve environment. Because they
have not exper1enced much success, they may not be mot1vated to learn. It 1s

essent1a1 to prov1de such Tearners with aimost 1mmed1ate1y successfu] learning

,exper1ences fge changwng cr1ter1a and behaviors in sma]] steps procedures

can provide such an envyﬁ;hmedt In add1tTon the ,criterion for successfu]

3

- performance can she lowered to the learner's current performance level to insure

1mmed1ate success, 0nce the 1earner has exper1enced success, the criterion can

B

3

The cr1ter1on component of a behavioral obJect1ve articulates the rate,

L .

durat1on percent correct, etc‘ a skijll must‘be performed at for a learner to
2(

-

_have acqu1red the sk111 Chart 19 gep1cts se]ected examples of a gradually

chang1ng cr1ter1on Theactua] steps in chang1ng a cr1ter1on sh0u1d be based

upon assessment of 1nd1v1dua1 performance For examp]e, 1f an 1nd1V1dua1 reads
[

" an average of 20 cvg (consonant vowe]-consonant) words per m1nute, the first.

' chang1ng criterion step wou]d be set at 20 to 1n5ure success Once this
87 9% ‘

» 3




-

’

“criterion is:met, the learner's average rate is recalculated. If the average

LY

,rate is 27, the next step cou]d be set just above the average at, for in-
stance, 30. Once the new criterion is met, the average rate is reca]cu]ated

and a new criterion set. We can continue.in this manner unt11 the deS1req

. of .
criterion is met. A s

e
1

Small step training is a powerful direct instr on strategy There are

1nnumerab1e ways to ¢hange cond1t1ons behav//ps and cr1ter1a in small steps

There are no pat answers as to‘when specific strateg1es shou]d be employed.

3 ¢

However, dec1s1ons on what strategy to employ should be made on the basis of

7
I A

an error ana]ys15 A . .

7

Error Analysis “’

‘ - ’ 2 ‘ -~
Direct 1nstruct1ona1 procedures shou]d Le der1ved to meet the needs of
individual 1eagpers. A]though we may have g%e same bas1c educational objectives
for all 1earners, the Way they are taught the skills encompassed by the ob- .

N

Ject1ves should be based upon a careful 3;5essment,of individual 1earn1ng styles

and 1nstruet1ona1 needs As previously discussed, direct instruction can be
[ ‘

1nd1v1dua11zed by: -a) using instructional and correction prompt procedures

. 88
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, ! Ve . R
Selected Example of Changing Criterion 5
[ « ° 1
v ) \
, Rate Duratioy ‘Percent Correct
~ s - - \ : A * \
i s )
Behavior Completion of "addition Head Control maintain,| Reading 20 sight words
~ fact problem head" proper position | .
Desired 40 problems correct per Maintain Head control: 100% correct
Criterion minute * control for 5 minutes .
i -
JCriterion 1. 10 peg minute {&. 20 seconds 1. 25% .corvect )
Steps 2. 20 per minute 2., 40 seconds 2, 50% correct
| 3. 30 per minute 3. 1 minute 3.  75% correct
4. 35,per minute 4., 2 minutes 4, 100% correct
5. 40 pef minute 5. 3 minutes !
R 6. 4 minutes ‘
7. - 5 minutes
Behavior - Head Banging Runndng .+« ) Assembling 50 Widgits
- A * 4
J - - e . ]
. . N _ L] *
Desired ‘No Head Bangs ) Run for 20 minutes: 100% correct
Criterion - ! 1 :
’ J * . N ‘~ ) t .
Criterion 1. %0 head bangs per day~ 1. 5 minutes 1. 25% correct *
. 2. 35.head bangs per day | . 2. 7 minutes 2. 50% correct
3. +30°head bangs per day 3. 10 minutes . 3. 75% correct
. 4. 20 head bangs per day 4. ,15 minutes - 4, 100% correct ~
5. 15 head bangs per day 54/ {20 minutes
) 6. 10 head bangs per day : . - X
b 7. 0 head bangf per day ~\\f
s
T :. ! '{
© ‘ bc:ﬁ .
s s W




cedures to d1nect1y remédiate he rrorél//lhere are at 1east three general

types of errors 1earners can make perfor\ance, d“scr1m1nat1on, and response

s

def1c1t errons.

5

Performance Ercors

As used herein, errorF can be sa1deto be the resu@t of erfonmance \

| -~

prob]em when 1earnérs demonstrated that & they know what-skill they are ; .

. 4 \

expected to -perform and Gan perform the skill, but do not perform the sk11
or ‘perform the §k11] incoyrectly. Fas instance, learners: who hav emonjﬁrate&\ .
that they can sound, out g&c words, dress themse]ves, eat with. a spoon, \b

make change for a doT1ar,&but do not consistently perform the(5k111 appropr1ate1y,

~ *

dempnstrate a performance prob]em ' i . . ~—

&

Performance prob]ems typ1ca11y occur because the d1rect 1nstruct1on rout1ne

doesnot mot1vate learners Bo consisteptly perform the desired sk111s AA

: §

previously d1scussed we can systemat1ca11y change e1ther the events which pre-

‘cede sk111 performange_(antecedent event§) andfor the events whwch fo]]ow V'
skill performance (subsequen; events) .to fac111tate sk111 performance* N,

S

Performance prob]ems can\be thé result of 1nstruc
T‘ .‘\

dr wn out. One way to make the 1nst \ct1ona1 routine . J

1anguage read1ng, math sk111s, etc. can\be tau
some cﬁfes, performanca prob]em errorsxfccur beca e 1nstruct1ogaj rout1nes '\_ f‘,T
are toq drawn out. For examp]e a program‘may be. schedu]ed 1nto‘a twentyik :
minute o:r1od If data on 1earner erformanﬂe indicate that TEarners perfdrm : < .

[

better at the beg1nn1ng of the per1od-than at the end,vthe rnstruct1ona1 per1od




.
- .

-~

is probabiy too‘]ong Ong so]ut1on to this prob1em is to break 1nstnhctfgﬁf

into two ten- m1nute periods of four five-minute pEr1ods which occur at

/

different times of the day. In othe{ words, fnstruction on a specific skill. -
is distributed, The time periods between ddstrfbuted instrugtion o specific
skills can yary from a few minutes to hours. For instance, if the skill being

taught s math facts, five minutes could be spent on, a math'facts drill, the

3

" next five minutes cou1d be spent on count1ng skills, then flve,more,m1nutes
cou1d be spent on another math fact drill, etc., Instruct}on could a1so be
more distributed. A ten-minute math fact dr111 could/b/’prov1ded early in

the morning and another dr111 cou]d'be prov1ded severak hours 1ater infthe g«
" day. T . '
A specra\ type of performance problem 1nvo1ves 1earnens who do not respond

A -

\° or infrequently respond. For this type of prob1em ah error analys1s should ,'

i ' )

‘be conducted to detennine whether the 1earner'can perform the task but doesn’t,

or if the 1earner does not know how to perform the task < Tt 1s the author S
experience that educators frequent]y count‘no—responses as.error responses. !
Use of this convention can hamper .the error analysls /F%r instance, 1et S say
a_qearner is g1ven ten\math probléns and como]etes thr%e correct]y but does”

<

" not attempt the other seven. If no responses are counted as errors, the}per-, ’//

‘cent correct is thinty. This percent’ correct erroneously indicates that the - ;;

learner does’notrknow how to perform the task when in actuality the learner
%(achieved oné hundred percept correct,on prob]ems attempted, Other learners
perform tasks_attempted 1ncorrect1y . Such learners demonstrate both a per-'
: s
formance prob]em and a 1earndng deficit. o A SN
Both the subsequent.events for correct and error performanoe can Pe‘mo&1~

fied to remediate a perfermance problem. Events.which fo11ow‘behavior andi

a e,cont1ngent upon “the occurence of- the behav1or can either cause the be— Y

101
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havior to increase, decrease, or be neutral (neither increase or decrease
1] 4 o N
I the bekavior). Events which ihcrease behaviors are called reinforcers and

" events qh1ch decrease behav1ors are ca11ed pun1shers. Fon examp]e if

+ -

pra1s1ng a 1earner for, correct responses resu]ts in an increase in correct ,
A

. -“responses, pra1se is functioning as a reTQforcer. On the other hand, if

e . -

. praise doés,not produce an increase in correct responses, it is neutral and
]

if it decreases correct responses, it is a pun1sher. ‘ . ' >

. N ",53_

T _ ‘sjﬁ1ve events such as praise, grades, stars money,,and free time are ;

‘.not necessarily re1nforcersl_ In order for a_pos1t1ve‘event to be a re1nforcer,

it imust be empirica11y demonstrated that the event increases behaviors For
[ N -

. s some 1nd1v1dua1s, pos1t1ve events such as praise, grades, stars, and money . '
' N

do not’ funct1on.as reinforcers. Consequat1ng behav1or performance.w1th—such \ . /
' Y

- °

hd T

ol events w111 not increase. behavior. K

/

If 2 1earner can perform a sk111 and does’ rece1ve a pos1t1ve éonsequence o
- ' ® Vd M - . . ‘
' for §E11] performance but sk111 performance does not 1norease then we can N

" .

co assume that the pos1t1ve event is not funct1on1ng 3s a refnforcer. In such 7 7,

’ ' cases we can thange the, pos1t1ve ‘event which fol}ows correct behav1or performance

- until an event wh1ch increases the behavﬂor is, found T
' g There are at least three bas1c procequres for 1dent1fy1ng potentially re~f‘ — T

T e

1nforo\ng events. The s1mp1est method 1nvv1ves asking the 1earners what they

would 11ke to earn for cgrrect behavnor performance., A contract can be made

1 v

m1th the 1earners deTineating that if they perform specified hehav{ors at an

<o .

= acceptable criterion, they will receive a particular reinforcer such as praise,

k]
- . . .
.

. S a star,)a rade, a note to parents, free time, etc. . L
. . - \_j g p \ . ‘o

- LI *

A second strategy for delineating potent1a1 reinforcers is to observe N

' what act1v1t1es 1eerners friequently engage 1n'hhen they have a free
3, For example, in a free choice s1tuat1on 1earnerS‘may re g boo} p]ay wikh .

- 7 . . - - .« 5 ’
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N i

a favorite car, taTk to the school secrEEary but togethey’ a puzzle, jor play
w1th a c]assmate Activities in which learners %requen y engage in|freé
choice situations ‘are potential reinforcers. Wefcan ke engaging in the

. . , * '

activities contingent upoh ‘performing sﬁecified heh?viors at an acc-palhe‘
R : - L

.criterion. . . j ‘ z

, r ,
The third brocedure whﬁch may be emp]ode is calTed reéinforcerent sampling.

e

This procedure invoTves presenting’ 1earners wfth many different ev-nts such

-

as persona] attent1on free- time, games, and toys, and observing h1ch st1mu=
' /

14 they 1nteract with and- for how long Events which they frequent]y 1nten\/
act with for relatively 1ong durat1ons of timé are potential re1nforcers and

can be/ﬁsed as cont1ngent conseguences fﬁr the' performances pf spec1f1ed be-

L . . / 4 ]

haV1ors. ! L ’ / , ; .

[ ‘ .y .
Events are not consistently reihforcing It is not uncommon for peop]e

Y to somet1mes prefer tea to coffee or playing bridge rather than Scrabb]e
v

~

Learners preferences for events may also vary. Un]ess a part1cu1ar1y powerd

’

ful reinforcement is found, it )s W1se to emp]oy a re1nforcement menu. Use of
- a re1nforcenent menu 1nvb]ves making a vaf1ety of potent1aT re1nforcers avail- =

ab]e from wh1ch 1earners can choose. For examp]e Tearners may be a11owed to~

-
-

cheose between two favor1te games or toys during free time as a consequence .~
/
Cr

>

for performing skills at a specified Tevel.

& &~

When Tearners are init¥ally acquiring .new sk111s it is advantageous to K z
‘}%cement prov1des imflediate feedback.

, re1nforce them frequently The re1n
on their perfonmance As previously discussed, the §nstructional program ¢

shouTd be designed such that learnehs are immedigtely, SUccessful and can thus

~ e -
~ -
% . ’ L M

» ! -
P

obta1n access to-re1nforcdn\nt
Re1nforcers are eyents wh1ch 1mmed1ate1y follow spec1f1ed behav1ors and

© ~
]

93 S ..

result in the 1nc?ease in those behav1ors Instructional correct1on fo]]ows




%

- correct response will be discussed in the next section. .

. / ' ' . : 4
incorrect behavior performance and usually consists of additional "teacher

attention Teacher atténtion may be reinforcing and 1earners may receive

\more teacher attent1on for incorrect” than correct skill- performance This is.

part1cu1ar]y likely to occur when little re1nforcement or teacher attent1on \

)

is prov1ded for correct skill performance., In the case, of performance problems’

we should is insure that more teacher attention is provided for correct ’

responsesstﬁéﬂ\error responses. As defined above, a performance problem exists

when learners can perform the skill. Thus, learners really do not need in-

oo . ) R
sPructional correction. Genera]]y, an_ effect1ve strategy for, performance

4 1

problems is to' ignore errors (provide no correct1on) and to reinforce correct

skill performance. . °
. g - s ‘ N ‘ ’ .

g PN y ] -

. *Discrimination Errors ¢ ‘ ' ’

v

Error responses can occur because leanners do~not attend)to the task, do

’

not d1scr1m1nate task-relevant. st1mu11,do not differentiate what type of

* ,__._.__—-——

respense to make,vand/or cannot perform the’ correct response Each type of
error, except for the inability to perform the correct response may be con-
sidered a d1scr1m1nat1on error. Errors due to an_;nab11hty to perform the -

kY (3

As a rule of thumb, errors can.be attributed to discriminatien errors
., M - “ ‘ . ‘
ii!Ewhen learners' error responses are equal te or greater than correct responsesz

D1scr1m1nat1on errors occur whén learners do not, understand the task Lack "

e

‘ of understand1ng the task can a]so prodnce performance prob]ems That is,
_learners may stop respond1ng and/or engage in 1nappropr1ate behav13rs to‘avoid
or escape tasks in which they are not successfui and thus do hot obtainpsufff-
cient reinforcement fér appropr1ate sk111 performance. However, unlike .per-
formance problem errors, discrimination errors génerale,cannot be’ remediated
by on1y us1ng more powerfu] re 1nforcers. Appropriate fnstroctionaL prompt
'-941"' j

re -

.

. ’
L Y o v ¢
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and/or correction prompts. must be emp1oyed to teach the task‘such that
1earners can gain access to success and re1nforcement

When 1earners do not respond 0r engage in 1nappropr1ate beh;$1ors to
avo1d or escape tasks they do not understand they may engage in superstitious

or gamb11ng behav iors. Whether 1nd1v1dua1s have een Jabeled glited or

severe]y/orofound]y hand1capped they may engage/in either behav1ors to escape

or avoid a task they do not understand, or gambling. When gamblers are inl‘

volved in games of chancé, they do not resgond randomly. " Théy use a system

.~ \ *

and w11T mod1fy their system unt11 they er1ve one wh1ch appears to result in

\

: the max1mum payoff’ \Systems typically do not resu]t in gamb]ers w1nn1ngievery

time but they do facilitate gambler w1nn1ng often enough to continue p]ay1ng .
the game. When learners do notku derstand a task the task can become a game
of chance. .The 1earners do not know what response will &Fsu1t in a payoff
every time and may emp]oy a system that resu]ts‘1n enough payoffs to make it
'worthwh11e for- them to engage in the task. } \

., We w111 use a two-c

1ce>ddscr1mination task as an example. . The teacher

A} hd

. p]aces a spoon and a cyp in ernt of theelearner and alternately asks the Tearn-

-

" and "Touch the cup." In order to win the game the

er to "Toucﬁ the spo

-learrer has to discriminate between the words "cup and ‘spoon" and the objects

“cup" and "spoon' In’ “addition, ‘the 1earner has to understand or learn that

- when the teacher says "cup" touehlng_thercup 1s~pa1d ‘off, and’ when-the teaeher e

says "spoon" touching the spoon is paid.off. | ' . 3
: \ | .o f
" Let's fay the Tearner does not understand the rules of the gafme. The p
. \ { . ' -
le rner daes not understand that the verbal Cue of "Touch the spoon/cup" provides «

L 3

- Ehﬁ‘Tnf} mat1on necessary to make a\correct response. The 1earner does not
. ////’1;t end’ to the cbmponent words -of ve bal cue. The verbal cue is a "go signal."
. ‘ N Py
.= ' THe Tearner knows if he/she touches one of the'objects after the cue that re-
. ] . !
\ 95 * ' ~,
- t * * v
3 P E— 4
i 7 t ﬂal(ji) .
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- inforcement will heriqqically be de]ivereq: Instead of‘using or'TEarn%ngh -
the rule "Touch the object named " the learner develops his/her own rules or
system of respondtng ' :‘ ‘ ‘ / : | .

Some of the systems used ?y 1earners in such s1tuat1ons are w1n stay/

lose- shift, always touch the obJect on the r1ght or on the 1eft a]ways touch
the spoon or thvgup1 or a]ways tOUch the obJect at wh1ch the teacher is look-
ing. w1n stay/]ose -shift 1nvoﬂves the learner touch1ng the same object agatn =
1f he/she received re1nforcement on the 1ast try (w1n stay) and touch1ng a
d1fferent obJect 1f no re1nforcement was de11vered (1ose- sh1ft) In a two-
choice task, each of these systems tan resu]t’1h at least fifty percent of the
learner's responses being correct’ and thus pa1d of?\'}For many learners this
reinforcemént 1eve1%is sufficient to maintain thefr game~playing behavior' Un-
less the teacher changes the 1nstruct1ona1 routine to fac111t e the leatner -
acquiring the torrect rules for playing the game, the teacher and earner cou]d
theoret1ca11y go on playing the game forever without the 1earner ever ace ir-

————

ing the correct ru]e or meeting the skill acqu1s1t1on cr1ter1on In fact, if\
the game is played long enough the 1earn%{ could meet the skill acqu1s1t1on
criterion by chance. D1ff1cu1t to teach 1earners whether they are m11d1y or
profennd]y hand}capped, often engage in very cﬂnplex gambling strategies. The

strategiés,may be very ingrained ang difficult "to eliminate.

" Atother gambling Strategy 1§ TmpuTsive, responding,  As used herein, im-

+ - §
pulsive responders are 1earner§;t§o respond quickly on the basis of their own
e

. e . . &>
gambling strategies without ev ttempting to discern or learn the correct °*

.
-

rules for playing the game. Impulsive responders are difficult ang frustrating -

to teach unless appropriate instructional-procedures are usege An impulsive

\resdﬁndér may touch an object choice in the two-choice discrinination task be-

Al

fore the teacher cues him/her to "touch the custpoqn",>§uess at reading wgrds~

- 108
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-

w1thout attempt1ng.to emp]oy word attack skills, andcomp]ete a math fact work

sheet using his/her own methods, 1gnor1ng the d1rect1ons prov1ded by the . ,

>

teacher . L .
' . , .8 ' - .
“o  One objective of direct instruction is to teach learners to use the appro- -«

* » Priate rujes- for playing the game and to e11m1nate the use of inappropriate

‘* ‘ gamb11ng strategies. Either deductive or inductive 1nstruct1ona1 procedures ‘
o ‘ may be used to teach 1earners to use appropriate ru]es * The deduct1ve

approach involves prov1d1ng the learner w1th the ru]e and teach1ng‘the learner
) § A '
» L0 app]y the rule across mu1t1p1e prob]ems of a’ g1ven type until the learner

.' generalizes the rule acrass untra1ned _problems of a given type. {See Chart go

for example tasks.) '
. . : s . , e

One of the rules for phonet1ca11y sound1ng outtuords is "sound 1t and
& say it fast“ Jo teach the rule, 1earners can be presented mu1t1p1e examp]es

. rs 2,

of vc words (vowe] ~consonant words such as "at"). .The learner can be required

. - ) -

‘to’ state the ru]e before sounding out each word and saying it fast. An in-

struct1ona1 sequence for accomp]1sh1ng this could be designed as fo]]ows

O .
"wu?/// Phase I: Teach1ng learners to sound out vc ‘words when. the ru]e .
- is prompted by the teacher. LS
. Step.l: [Teach words "at", Jt" up“ "t
JRRY . Teacher cue: Points to the words and ask "what is the .
. NS rule?" )

Learner response: "Sound it out and say it fast."-.

[
-

e : I Teacher cue:, "Do it."

-

. Learner response: "aaat", "at" . -

‘ Step 2: Test untra1ned words "el", "ut", "op",:"ic"
4 7 R . V‘




R o : 'Examp]es of Tasks for'Fndhctive and Deductive Instruction -

A}

° .

i " .Chart 20

—

Skill'

<

T

_ Training Tasks

-~

Count from 1 to 5 6bjects

-
YA
-
. .

\ . ~

* - :

Count 1 to 5 pencils
Count 1 to 5 marbles-

. Count-1"to.5 pennies

-

»
.
-

Untrainéd Generalization Test'Tasks

Count 1 to 5 blocks
Count 1 to 5 cups »
, Count 1 to 5 spoons -

¢

<

RN

" Concepts .of big and little

- » ¢

lad

Label- big and .Jittle balls
Label big and Tittle cars

A}

Label big and. }itile pencils
Label big and Tittle cups "™

3 Label big and 1ittle wagons Label big and 1ittle sticks
\ ‘ [
m . . \ ’/ . [ 4
o N . - ) ¢ 3 L
~~ Conbepts of car and wagon : ~ Label red car and blue wagon Label blue car and orange wagon
) ) Label yellow car and yellow wagon Label green car and white wagon
) Label white car and red wagon Label yellow car and brown wagon
' Count.out 35¢ Count out 13¢ \
Count out 86¢ Count out 81¢ .o
" -Count out 55¢ Count out 99¢ -~ - - ../
Etc. v Etc. - ‘ B
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Ty Ila- Teaching 1earners to sound out words when the rule is
not prompted by the teacher.

, Stepcl.' Teach words "at”, "it", up , "et" .
Teacher cue: Points to word anhd asks "what is this word ?"
Learner response "Sound it out and say it fast. J
Step‘é: Test‘untra1ned’words'"e]"; "ut", "op", "ic" .

\

Phase III: Teaching learners to-sound out words withdut stating the’ .
rule. - .

2 4 Steg‘lz Teach words “at", "'it" “up", Yet" .
Teacher cue: Points to words and asks “what is this word?™ ]
\ Learrnier response: "aaat" "at" , y
T 7 - Step 2: Test untrained words "el",«"ut", "op", "ic"

-
L] b f

As de11neated in the examp]e the strategy 1nsures that the -learner uses the
appropr1ate ru1e by 1n1t1a1]y hav1ng the 1earner state the rule prior to re-
spond1ng. Once the 1earner consistently states the rule prior to responding

- . v . ) » R
and solves the-problems correctly dcross untrained vt words, the learner is

allowed to solve the problems without~first Stating—the rule. 'when.the learner

cons1stent1y app11es the ru]e correctly across many untra1ned Ve words -the rule
- has been learned If the 1earngr does not app]y the ru]e to untra1ned words,
‘wwre\worﬁs shou]d be tra1ned unt11 genera11zat1on occurs.. The learner can now

be taught to app]y the rule across d1fferent types of re]ated prob]ems, such

<
4

as cv, cvc; ccvc, and cvee words®

A problem with the deductive method of teaching is that learners must compre-

hend the components of the rule for the method to be effective. Tha

?

15“%&' 1earners would have_to demonstrate that they comprehend "sound it say.

"'fe 1t fast" pr1or to teach1ng them to dpply the rule. Comprehensiv o# the rule

CPE

. 9
- \

"g can,of course be taught,through "sound it out" and "say 1t fas
)s dr11ﬂs .However, the deductive teach1ng approach W111 not be effective for
'Tearners who do not conprghend language or when the rules are complex. In such

cases an inductive instructional method should be more effective.

%9 . 110




Let's say the task is to teach’]earner;'to discrimihate betﬁeen a sqdahe
and a circle. The rules could be."If it is|a-rectangle with all sides equaj .
"« it is a square and if it is round it ts a circle. ". The teacher cou]dlalter-
nately present a cnrc]e or square and ask "Qhat is this?" The Tearner could
- then look at the circle or square, say the ju]e, an? then say "circle" er

. sqyare . In ohder“to app]y the ruie the 1,Erner would have to comprehend the

dll‘ l
'For another example, 1et S say our oEn¥t1ve is to teach 1earners to dis-

k

cr1m1nate red from blue. The rule cou]d be jlf the co]or is between green and

words "rectang1e", "sides", "equal", and "ro
RN

Al

v1o1et§ it is blue; if it is between moderatt orange and - russet, .it is red "

Learners who comprehend the words-"color", "green", "between", v1o]et3, "mod -

Jerate",v"orange", and "russet" cou]d learn thL co]ors red and b]ue by the de-
. 7

ductive approach. However, the inductive aopﬁoach can be used to teach the -

' . -

rule to 1earners who lacK the 1anguage comprehension sk1lls
5

The inductive method 1nvo1ves teach1ng learners mu1t1p1e examples of a class'
of problems. When the 1earners demonstiete th t they can so]ve untrained prob-
1&ms of the i]ass, we can infeﬁﬁghat they Tear ed the rule through -ihduction.

For instance, to teach the color red, the foll wing instxuctional sequence“could

be employed. “

. e

( . . g%“_.
) ’ hntraihed’items:'
lq.. red ) \ -
: 2. [biue] Cred ) .
’ N X White S ' // E
4, M Ai\ white J '/
- blue’| - red - 5/

Test for Rul Genera11zatlon '
{reny
white SN




¥

. tasks. ) ' - L.

.responces were cons1stent1y‘correct the teacher wou]d advance to the next

‘responses. Explicit 1hstruct10na1 prompts should facilitate learners under-

-4 *
.

u \
~ Ly |
|

To teach*the 1earner to d1scr1T1nate red the teacher-wou]d9start at
step one present the red and white items and ask the 1earner to "touch red.”

The learner wou]d be re1nforped on]y for touch1ng red. Once the learner

L4

~

step. The shapé‘of the co]ored items and their pos1t1ons are varied to 1n-
sure that the 1earnen is respond1ng on the basis of co]br*1nstead of shape or
position. Twp untralned red shapes are 1ntroduced at the completion of the

sequence to test-for rule genera11zat1on ' (See Chart 2 for more examples of

— %

®

If the 1earner passes the generalization tést we can 1nfer that the
1earner has acquired and can app]y the rule a]though ‘the learner will probab]y
be unab]e to state the rule. Both the inductive and deductive teaching methods

infer that the learners have acquired the rules when they consistently apply

the rules to untrained test items. . .
[ |} }.' M . \ [y
< When designing direct instructionpal programs, it is essential to analyze *
‘what rules will be.taught and then to delineate ‘either’d deductive or inductive B

method for teaching and testing 1earner,rn1e use. 'In addition, learners’® errors

during skill acquisition should be carefully ana]yzed to determine if théy are

bas1ng their responses upon the appropr1ate ru]es or 1f they are us1ng a gamb11ng

system. . _ - ) Lo
One powerful procedure for eliminating gamblipg systems is to design in- -~ = °

structional programs such that 1earn$rs will make no or few errors. " The instruc-' ya

tional prompt procedures articulated prev1ous1y can be enp]oyed to 1nh1b1t error

ETN A\l

standing the task and inhibit the use of gambling and/or task escape and a- L
[ e~ ’ —_

vo1dance strateg1es

N )

‘ | : . 101 11’2 — : )
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. N . o N .
. Types of Discriminating Errors’ . o . o L .
. “ ] ' . .
~ A direct instruction tormat usualty_encompasses the fo]]owing“sequence: . ...‘
1. Secure learner attention o, o R - e
. &\2\ 2. Secure learner attentior to task relevant stimuli. s N \
.J/ _ 3. Cue learner to perforp skill . C- i T A ‘e
4, Learner responds i -

. .. - N
’ S, .
¢ T

Learners can make errors because they do not attend to the-tdsk} do not attend
. . [N . [

\ . - er . b - .
to task relevant stim 1i, do not differentJate‘what type ‘of response to make

- and/or cannot perform the des1red response. Attention to ask relevant stimu-

¢ Ay

11 can be facilitated by t1mu1us promp! . Differentiating th type of responses

4

to ﬁake can be facilitated by response prompts and aﬂ"’nab1]1ty towperForm the
correct response may be remediated by chang1ng behav1ors in the small steps
procedures discussed previously. Chart 21 illustrates the basic direct instruc-

. tional format and selected error remediation procedures. . . °

' N . - B
S ,
/ . A ?
- . 4

— - —

_ " As a]ready described, prompts used in error remediation have to he 1nd1v1du-
\ ;alnzed_to meet learner needs. In add1t1on the remedial prompts can be P sented

Lad 2

as ihstructional or correction prompts. As‘dep1cte3 in Chart 21, stimylus

prompts attempt to focus learner attention/on ask relevant stimulus character-
‘%stics: Stimulys prompts'can rahge from the}teacher's pointing to~the task
stimuli, to having the learner tooéh”the,stihu1i. to highlighthg cues (such
-~ as the color being used to diffe?entiate the 'b' froh the 'd' in the chart ex- \\\Q
¢ o ' ampae). It is essential that. learners attend to all task relevant stimoli be-
fore responding. Whenever feasible learner attention should be yery'orert and .
.observable. For jnstance,‘havihg learners touch task stimuli insures that they
e have 1ooh?d at them. Requ1r1ng attent1on to task can inhibit impulsive respond1ng

4

°o ) | i .
GERIC. T 7”3 S A




»
Task:

Discriminate_between a

7 i
\ ‘ ¢

; ] \\' ,

- GHART 21 . )
Basic Dérect Instruction Format and N )
Select E£rror Remediation Procedures ’

asked to “Touih spoon. "

‘

spoon and a ch when presented a spoon and pﬁpAand

= §

\

-

Correct Response

Error Response

Remediation Procedure

Basic Sequence

1. Attentio
to task :

"Larry look"
or .
"Larry listen"

\Esacher

I

Larry looks at

around room

Larry looks

.| Stimulus. Prompt )

Reinforce anothér learner for .
looking or physically_turn
learner's head toward task

2. Attention
to task rele-
vant stimuli

"Larry look at
these"

Larry “looks at
the cup & spoon

Larry looks a-
way from the cup
& spoon: ’

St%mu]us grompt

Teacher points-to cuﬁ & spoon
and/or has ‘Larry touch the cup
and spoon

3. Cue to re-
spond , .

"Larry touch
spoon" \

2

9q

Larry touches
spoon '

Larry touches
cup

Larhygrab;cup

Larry grabs spoon
X

Re®¥onse Prompt

Teacher immediately touches
spoon and physically assists '
Larry to touch spoon after ~
saying "Larry touch spoon" -

Tasks Llabel sight Word\f]a%hcé?ds whEn the teacher holds up a card and asks "what .
word is this?"

-

I

Basic Sequence

Correct Respdnse

Remediation Procedure

1. Attention
to task

"ﬁérry']ook“

b

{ Ltarry lookssat

teacher

fLarry looks away

Error Response

Stimutus ‘Prompt’

Reinforce another learner for
-Tooking or physically turn

legpner's head toward the task

2. Attention'
to task rele-~
vant stimuli

"Larry look at

Larry looks at

[ 4 et

Larryiooys away

3
.

—<

Stimulus Prompt

o Lo
. B ,
Teacher points to flashcard

-

hese" * flashcards and/or turns learner's head
’ -~ - | toward the cards
ﬁé. Cue>t0 re- | — s Rg;ponﬁe Prpmpt;' o -
| spond ' . ; ° .

Teacher say; "this is the

P

“What is this " | LarFy says cor- Larry says
| word?" - v 1 rect. word wrong word word " prior to asking :
A . s . " e s n -
. ! .. |Larry touches what is this word? )
y y |the flashcard .
. s (< M
S P e 119 0 2 \




correct task stimulus, one can infer that they~can d1scr1m1nate between task fﬁ

F

L)

o

z . _ X
and the use of gambling strategies.

*There are thrée.basic types of response ercors learners can ma?e: making
. e i .

the right classzresponse in the presence of the wrong task stimu10s)(e.g.. touch- -

ing the cup instead of spoon or saying ball instead of bat); making the wrong

&

s * . ‘ ('\ .
. class pf responsé in the presence of the cornect task stimulus (e.g., grabbing
' - &

4

. K4 . [
_the cup.instead of jttouching it); and making the wrong class of response jn the

presence of the wrong task stimulus (e.g., grabbing the spoon instead of. ‘touch-

-ing'the‘cup) ’ = oy ¢

It is important’ to analyze the type of response error learners make because

.

each type of error typically requ1red a d1fferent prompting procedure If u .
learners perform the correct c]ass of response in the presence bf the wrong
taskqst1mu1us, one ggn infer that they can d1fferent1ate what class of'response
to make (e.g., point, pull, pick up, 1abe]) and the error occured because they

failed to discriminate between the task stimuli. In this dase a stimulus. prompt

8 ) . .
- s needed to facilitate thep learning tordiscriminate between the task stimali:

When 1earners perform the wrong c]ass of response in the presence of the

-« ¢

d

stimuli. - Jha prob]em is that; they do. not d1fferent1ate wh1ch class of response °

should be performed. In this case a response prompt can be used to fac1]1tate

'1earners‘d1fferent1at1ng wh1ch c]ass of response to perform. When’ ]earners

emit the wrong class of response in the presence of the wrong task st1mu1us,
4
both stimulus and response prompts are ind1cated

)
s
I3

D1rect instructional procedureés shou]d be based on a careful analysis of

e

individual errors. The type of errors learners make shouTd be pinpointed and

L o . ' .
instructional prompting and/or correction prompt precedures should then be de- °

L P-4

veloped to-direccfy remediate the type of errors.

-




\ ¥
Most go]fers know that when they w1th]n 120 yards of the green that they ;

"%
shou]d se]ect a‘n1ne 1ron, keep thei heads downyéhd h1ttheba11 with a full M
¢ swing. However, many go]fers cannot conN tent]y perform this response A

learner may know. what a 'p' Tooks 1ike and un erstand that he/she ;o to pr1nt e .

[y - '

a 'p' but be unab]e to pang a 1egﬁb1e p'. In such cases the responses "have L -{7

to be bu11t The chang1ng behav1ors in sma110steps procedures prew1ous1y de- "~ .
scr1bed can be employed to build responses. -, ] . zj’\\ L

We -have attempted to‘neatly categorize the types of errors 1 arners make .

o - into performance prob]em errors; d1s¢r1m1nat1on errors, and respohse def1c1ts. >

.- Learners error patterns should be carefuﬂ]y ana1yzed s1nce each type of error . .

,' typ1ca11y requ1res as d1fferent remedwat1on procedure However; 1t 1s h1gh1y

probab]e that d1ff1cu1t to—teach leafners w111 s1mu1taneous1y make two or more"

types of grrors con the same task For examp]e, 1earners may frequent]y not re-

spond (a performance error 1nd1cat1ng a need to select a more powerfd] re1n-

¢ -

forcer); fail to d1scr1m1nate between task re]evant st1mu11 (1nd1cat1ng a need

]

for stimulus prompts); and 1ncons1stent1y perform the COrrect c]ass of response *

(1nd1cat1ng a need for response prompts) ‘A program very nfsh.]nfre1nforéement .

" and prompts wou]d have to be deve]oped for such 1earners It is 1ike1y°that o
conditions, behav1or, and Cr1ten1on w11{ all -have to be changed fnfsmall steps
to facilitate Skill acquisition. - Co :

) 5 \ A | . -
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As d1scussed in Chapter-III Haring, Nhlte and L1bérty (1980) de11neated

o

L2
P

. a series of I@arn1ng stages"encompass1ng acqu1srt1on, fluency bu11d1ng,

genera11zat1on, and app]1cat1bn, Thus far we.have pr1mar11y dea]t -with- -

ﬂ

- skill acqu1s1t1on or the 1nterva1 between the appearance of 2 des1red be- &

\

* hav1or and reasonab]e accurateaperfbrmance ' However, . sk111s .do not

becane functlonal until, they can be appropr1ate]y app11ed and genera11zed
L
acress tasks of 1ndependen€ le1ng w1th1n and outs1dé‘of*schoo] env1ronments,

That is, 1earners shou]d be fluent 1n the skills (é g ) perform tﬂe skills
3
at rates, durat1ons, and accurac1e§ wh1ch-make th;m funct1ona1), ma1nta1n
-~ ) .

the~sk111s and generalnze the sk1lls-across 1ndependent 11v1ng tasks

4

Once a 'skill, has been acquired, f]uency and genera]1zat1on can be taught

concurrently. Fluency involves teach1ng a sk111 to a cr1ter1on that a]]ows -

. ’ ’ Q

& .

the sk111 to be used 1n a mean1ngfu§ manner For»examble, 1f a 1earner can f o
N PO -

count out the right amount of money to purchasé~1tems in a store butqtakes

five m1nutes, the learner has acqu1red the sk111 but needs to perform the,
skill more rapidly for it toLBecome funct1ona1 Fo; another examo]e a
learner who can sound out words but, takes ten seconds per word has acqu1red
a decoding sk11] and should bge taught to degode wordi smooth]y‘;nd qu1ck1y / T
Haring au?VEaton (1978) art1c11ated three\def1nit1ons of f]Jency wh1ch -

inc]uded the performance of. the skill at some level wh1ch a) 1nsu_es main-
[ - -
tenance, b) _insures success in later or re]ated tasks and sk111s,‘and c) ip-

-+ Le 4 °

sures some level of/comparab]e performance to that’ of others.

e .
hd o .

acqu1red sk111s per1od1ca11y rev1ew1ng and retra1n1ng therk111s as ngces- v
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« after sk111s have been acgu1red learness are provided repeated oppbrtun1-

v t1es to. pract1ce the sk111§.1n asks of independent living. o .

. 4
7 ¢

N
SkilTs often drop out due to-lack of opportun1t1es to practice or per-

fo them 0ne procedure to *ncrease both the ct1onab111ty and ma1ntenance -
M ance

of skills is to frequent]y require 1earners to use the skills in Teisure time
S act1v1t1es and tasks of da11y ]1v1ng To accomplish this a number of potenti-

. ally fanctional tasks wh1ch frequent]y occur in and outs%de of- school can be

‘/1

delineated and the Tearners can be requ1red to perform thé tasks. _Chart 22
- 111ustrates alfew potentially functlonal tasks for.se]ected sk1]1s. In addi- .
- taon,'most skills can:be practiced through Bames. For exampTe, “Teading -words
can be pract"ced through boardsgamei in which learners have to corre;t]y

B demonstrate sk111s dep1cted onaboard squaras or chance casz in order to
- X

renain on the square. ‘ ! . . .
[ ) " ’ ) r
~
. 4
-
~ i ’ -
‘ - .t ’ AW(.(
) *e . < . . a . .
; Procedures such as providing overpractice (drills) on acquired skills

have been'denonstrated to be effective in facilitating skill maintenance
(Haring and Eaton,”T19%8). -However, _repeated pract1ce on 'skills is often te-

dious for both the educator and 1earnerf Learh%rs typ1ca11y have to be pro-

s

" “vided with high 1eVels of reinforcement to“maintain respénding (avoid per-
4' ‘h ' 4 '. . . ? ' .; - -
‘formance Rrob]emsi during repeated practice. ‘In addition, drills enhance
Cskill functionality. ‘Although drills are.effegtive in enhancing skill ma%nte-

nance, it is suggested, that performance of skiﬁ]s in tasks of independent

1dving and recreational ,activities bg;given at 1east equal emphasis to drills.

Fluency also involves teaching learners to, perform such skills as count-
ing out money and sounding<ott words at  appropriate rates, reading survival
] words, such as danger,with a high degree of accuracy, walking long distances &

S : . -~ .

- -
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: | CHART 22 R
. N PERFORMANCE OF SKILLS ACROSS FUNCTIONAL TASKS ‘ ) , »
4 ) , ‘
Skills Potentially Functionak Tasks
‘ , , S . B . . . -~
\ - - ; — : <
Word attack ,Leisure time | Newspaper Recipes igns. Menus -
- skills " Mipeading material ’ : - ;
" - f - -~
Addition and .Budgeting ! Determining Keeping Making
subtraction money "if enough | score in change %
-skills ‘ utensils are | a game ’ Y T
. .o e L. : available for .
o . X setting. the, Y
L table o
| Dressing Dressing fo + ‘Dréssing for | Dressing , : Dressiﬁg _Dressing,
+skills day . o « gym to go befope " for .
" ‘ » e o e outside and after . swimming
. . toileting - s
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(duration)- and maintaining head control for long lengths of time (duratfon)
- to~fae%%ftate*successfin later related tasks and taskaﬁof.inoependent living. The , -

changing criterion procedure‘described ear1ier can be used td increase rate,

“e

! . accuracy, and duration of skills in sma]] steps from the 1earner s current ’

‘ = v L.

-

’ ‘ '
) ‘level of performance to aﬁjacceptable cr1ter1on In. add1t1on rates dyra--
t1on and. accuracyganescan be dev1sed anhd usedas 1e1sure/free t1me act1v1l
o .
" ties for 1ea;ners Teachmng td rate, durat1on, and-accuraey»cr1ter1a shou]d' .
. i ) a]so‘fac111tate skill ma1ntenance since 1earners are rece1v1ng repeated . \1
}}.a;j;“ N . .

S ¥ i
<5 0 practice on the skills.

. Fluency criterion for rate, duration and accuracy of skill performance
> . . . ’ ’. ) .
should be both academica11y and socia]]y va]id For examp]e, the rateaof
- 2
sounding out cv words is’ academ1ca11y valid when the rate fac111tates success.

%

in sounding out words Jn later re]ateg tasks (e.g., cve, ccvc, cvece words)a
> .

The rate for counting money is socially valid when it approximates the rate . .

N A .o~

at which people tynically count out money. . . Al .Y

N
> - e . « o

& -

. .
Skill generdalization and application gg faci1itated when“learne{s' skill - ..

. performance is fluent.. Lack of f]uent skill performance can°1nh1b1t mean1ng-
:fu1 use of skills such as counting out money or sound1ng out words in tasks R
of 1ndependent 11V1ng Sk111 genera11zat1on can be taught and assessed through -
the deductive and inducfive teach1ng procedures descr1bed prev1ous]y In ;~§1-
tion, skill genera11zat1on is enhanced when 1earners are requ1red to perfarm ..
* the skill$ across tasks of 1ndependent 11v1ng and recreat1on. That is, the

N .
ﬁame procedures of* regu1r1ng skill performanci across tasks wh1ch shou]d fac11- -
. ~

e

- 7 itate skill maintenance should also enhance skild genera11zat1on

Lrour experience Tearnérs somet imes make performance errors because we have
i

taught skills toan acquié‘i"tio‘n 1évei but hdve fa iled to systematical 1y teach f1u- .

ency and generalization. In fact many Curr1cu1a and, assessnent tools used =~ 'og

, , . e w ("
S _ . 109 121 ‘ v
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“with difficult to teach learners do not directly attend to fluensy or generali-

zation. As a result, assessment information can indicate that learners can
perform or have acquired skills but there is no" assurance that the dk’i]s
have been Tearned to a criterion that allows them to be used in a meaningf
manner. As educators we are concerned with teaching functiona1 skills and
must prov1de as much emphasis on teaching to fluency and generaiization as
we- p]ace on acquiSition

In addition to the factorsadescribed above an ecological anaiysis ap-
proach can be emp]oyed to faciiitate skill ff;ency and generalization (Brown,
F&ﬂvey, Baumgart Pumpian, Schroeder and Gruenewald, 1980).  As referenced

herein an eco]ogicai ana]ySis approach involves selecting skills to be assessed

and taught p]us determining the condition and criterion for skill performance

'on the baS1S of an analySis of fhe ski]] requ1rements of the env1ronment

¢ Q.

where the skill will u]timately be- performed. The ecological analysis approach

1s an environmental. approach to assessment and 1nstruction That is, instead

what skills to assess.and teach.

[N

of usang comnercia1 curricula-and assessment too]s as the primary or only basis
for selecting skills €0 be assessed and taughtp_community domestic 1iviné,
vocational, -recreational, and other’communizgégk?iﬁﬁnments in which learners
curnﬁhtiy function or may function in the fufure are analyzed to determine

An ecological analysis can usually be accomplished in ‘the following steps

(Brown, et al., 1980). First, general environments in which learners cur-

rent]y‘function.or may function in the future are delineated. Typically, the

“environments include domestic 1living; recreatidnal, vocational and other commu-

*

‘nity envirgnments:” These environments become the curriculum domains.

Next, more specific environments in which 1earneQ§ currently function or

may function in the future'are derived . For e&pmp]e current environments in

, the curricuium domain of domestic IiVing include natural homes, foster h%mes

-
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and group homes while potential future environments could vinclude group
homes , supervised apartments and houses. After the environments have

been articulated, subenvironments for each environment may be articulated.

. LA
For instance, the subenviromments for a house could include bathroom, kitchen,

s

bedroom, 1iving room, ha]]wey, dining room and basement.

_ Once the subenvironments have been derived, major activities which
'typically occur in the subenvirotment can be listed. Major activities for ’
the kitchen could inc]ude cooking, washing dishes, setting the tab]ej—eatfﬁaj—_\\‘
making conversation, cleaning up, etc. Finally, each activity is t%sk ana-
lyzed to determine what skills. are typieally exhibited in the completion of
the activities and under what conditions and at what criterion the skills are
- serformed. That is, cues which typica]]y evoke skill performance (the high-
est level in Prompt hierarehy prevdous]y delineated), naturally occurring
instructdona1 and correction prompts (drevjous1y refered to es instruction-
ally convenient prompts) and the criterion for meaningful or funbtiodaL skill
performance (fluency) can be determined. The cues, ;rompts and skill per-
formance criterion delineated may be used as the mastery conditions and
criterion-for skill perfgrmance.‘

Assessments of learners can be performed by conducting a discrepaney
ana1y51s between learners' skill performance‘and the skf]ls readired in the
env1ronme2ts That is, ‘learners can ee'assessed in the actua] environments’
and/or environments which st1mu1ate the performance criterion cond1t1ons of
th%’enV1ronments in which the skills are u1t1mate1y to be performed. A
discrepancy analysis may indicate that learners need to acqu1re certain sk111s
and/or that learners can perform the skills but must be taught to perform '
them under the desired conditions and/or at appropriate criterion. As articu-

lated by this brief description of the ecological analysis approach, the

approach insures that learners are assessed on and taught skills under'éoni
: 111
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. tiOﬂ)u For years, pre-schoo] teachers have analyzed the academic, social

- and surv1va1 skill requ1rements of k1ndergartens and f1rst grades to ‘

. graduate pre-medical and pre—]aw programs have analyzed the sk1115~neces- '

M

d1t1ons and at criteridn s1m11ar t those wh1ch occur 1n enV1ronments in :

. which sk111s are ultimately fo be performed, fac11;tat1ng skill fluency and

Y

genena11zat1on, - N

. *

" The écological analysis approach assumes that difficult to teach learners

~do not readily generalize skills-and-that learners must u]timate]y demon-

strate and often be taught to perform targeted sz1115 in the env1ronments~
in wh1ch they are u1t1mate1y to be performed Acqu1s1t1on instruction may

take place in typica’l classroom environments or in environments Wwhich

- -
1y

stimulate uhtimate skill performance env ironments. However the ulti-
mate test is whether learners can perform the skills in current and. potent1a1
future community enV1romnents To accomplish this, instructional programm1ng

must extéhd beyond the c1assroom into current and potential future comnun1ty

il . [

domestic '1ivipg, recreational, vocational and other community environments.

t

. The ecqlogical ana1ys1s approach does not reoresent a part1cu1ar1y new

~ -

or, 1nnovat1ve strategy for fac111tat1ng sk111 mastery (f]uency and generaliza-

:determ1ne what skills to teach under what cond1t1ons at what cr1ter1on

to enhance success in k1ndergarten and first grade; special class and
. o ) ’ . . . v :
resource room teachers have analyzed the academic, social and survival t ‘

-2

skill requirements needed to transition Tearners into the”regu1ar class=

room; vocat1ona1 teachers have analyzed the vocat1ona1, social and sur,

‘ N

v1va1 sk111s necessary to trans1t1on 1earners 1nto emp]oyment and under-

\ ot
sary for learners to be adm1tted into Ted1ca1 and law sqhoonand_so on.

—

.

tHowever, the’ecb]ogfcalfana1ysis approach provides a basis for determining

Al .
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what to teach under what conditions and at.what fluency criterion. It
offers an alternative to using commercial cugricu}um and assessment tools
as -the sole basis for diagnosis and curricula selection while emphasizing

functional skills, fluency and generalizatjon.

-

N~ &

© e Summary

As pe]fneated herein implementing effective and efficjent°instructjona1

&

o
‘=

1 e . i . K
programming for difficult to teach learners encompasses at~least the follow-
¢ o > pd .

- o

- /ing elements: ’ oo ¢

o
1. Adoptjn§ the \;\)hﬂosophy of an environmentalist and a'ssun_jing : 7
' that learners do no§ fail but instructional programs fafl.
That is, inappropriate environmental arrangements produce
‘and maintain tearner skill” deficits, and appropriate environ-
ment arrangements can result in higher levels of performance.
Persistence in systematically rearranging the edugationa] en-
vironment is one key. to success with difficult te teach 1earhé?s..
.- Maximizing direct instrugtibna] time apd efficiently managing
instructional resources such that learners have syfficient time
to acquire skills aﬁa educators can manage their /workloads
should result in a more pleasant, enjoyab]qunqj ffec?ive
environment for both learner's and educators.
." Developing instructibna] prbgrAms such that they:
a. accurate]y'assess 1eérner levels of curient performance

b. utilize reinforcers and prompts which will efficiently
teach new 3kills and remediate performance problems

break Tlearning into shall step inSgnuétion

g

alyze - learher g:orreét and error petformance such that the *

remediation procedure can direct]x‘impapt upon acqui-
sition, fluency and generalization challenges
teach functional skills through activities of daily
Viving and recreational/leisure time activities . °
emphasize skill maintenance, geﬁg&a]ization and appli-
cation as well as skill acqui§i;i6n. :

113~ *

.
-

»




We have deliberately chosen to present a very limited set of procedures

which can be uséd in the, instruction of difficult to teach learners. The
l

ma1n.approach we have attempted to present is educat1ona1/9nv1ronmenta]1sm

d teach1ng funct1ona1 skills. The env1ronmenta1 approach makes three basic

e

earners; and 3) learners shou]d be taught sk1114 that they can fluently

use and generalize across envwrpnments.plugljse in related and

higher Tevel tasks. o f

]
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